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CHAPTER I 
INTRODUCTION 
This study seeks to examine the teaching of the social 
studies in the secondary schools of the national systems in 
Chile and Peru. Its purpose is, in part, to identify the 
existing educational objectives, and to examine teaching 
pr•ctices in order to determine the extent to Which they are 
leading to them. It also seeks to explain what role has 
been assigned by these nations to the school as an appro-
priate function--merely to reflect the existing culture or 
to effect directed cultural change through education. 
The countries selected for this study were chosen on 
the basis of their being representative of different levels 
of literacy and stability, and the degree to which democratic 
processes have dominated political life. As part of a study 
by Fitzgibbon11 twenty specialists with a major professional 
interest in Latin America rated those nations on the basis 
of fifteen categories which included standard of living, 
political maturity, educational level, internal unity, social 
legislation, and freedom of press, speech, and party organi-
zation. Peru was placed sixteenth in the list of twenty 
!}Russell H. Fitzgibbon, "How Democratic is Latin America?" 
lnter-American Economic Affairs (Spring, 1956), 9:65-77. 
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nations after having been tenth in l945 and thirteenth in 
1950. Chile was p~aced third after having been rated third 
and second in the two previous polls. 
The history of each of these nations, furthermore, has 
exercised a profound influence on conditions in the other. 
The Europeanswho founded and settled early colonial Chile 
came from Lima. The Viceroyalty of Peru included Chile 
throughout the entire colonial period. Best exemplifying 
the mutual influence exerted by these two nations after 
independence was won in the 1820's is the War of the Pacific 
late in the nineteenth century in which Chile defeated Peru. 
The social studies deal with man and hie society, and 
therefore are directly concerned with the economic, politi-
cal, and social institutions and conditions in each nation. 
Thus, through analysis of the content of courses in this 
area, the criteria for selection of that content, and the 
methods for teaching it, an understanding can be gained or 
the responsibilities placed upon a school system in a par-
ticular country, and or the extent of participation by the 
school in the development of the national community. 
Education has long been one of the prime instruments of 
Latin American societies for perpetuating their institutions. 
This purpose has been shaped by numerous factors such as the 
history, the traditions, and the culture of each nation. 
The official language, the basis of the legal system, and 
the religious orientation are common to both Chile and Peru. 
y 
The Spanish language (actually Castilian), the Roman legal 
code, and the Catholic faith are an inheritance from the 
Conquest. The degree of control exercised by the viceregal 
centers was dependent, however, on limited means of communi-
cation, and isolated areas tended to develop in their own 
ways. The continued existence during the colonial period of 
local native practices and habits tended to give each area 
its own individuality. 
Chile, located in the southwestern extremity of the 
hemisphere, and set off from neighboring territories by 
natural barriers--the Andes to the east and the Atacama 
desert to the north--developed a less complex social struc-
ture during the colonial period than did Peru. The vigor 
with which the Mapuche, or Araucanians, sought to retain 
their own independence and culture resulted in the eventual 
miscegenation which is the racial basis of present-day 
Chile. The Inca peoples in Peru, on the other hand, were 
largely excluded from participation in the dominant society. 
Lima, furthermore, was the center of the Spanish Empire in 
America, and where Castilian authority was strongest the 
influence of Spain was the greatest. 
The form taken by society during the colonial period 
outlived that era. Those communities that experienced rela-
tive isolation maintained their old ways well after innova-
!/Latiri Americans refer to t~eir official language as 
castellano, rather than espanol. 
tiona had taken place in the major centers. Furthermore, 
though independence meant that the American was free to 
remake his community, it did not guarantee that he would be 
aware of this opportunity. A high degree of satisfaction 
4 
by the influential elements of society with many facets of 
the existing system, and traditional conservatism, espec-
ially as promoted by the Catholic Church, resulted in a 
maintenance of the great majority of the old ways. Change 
thrQugh the decades following independence was contingent 
upon recognition by elements in society that alteration in 
certain directions was no longer legally repressed, and upon 
the ability of people to act on that recognition. Since the 
factors involved in effecting such change have differed and 
continue to differ from place to place and time to time, 
points of contrast and comparison have developed. Govern-
ments to varying degrees have had a modifying effect on the 
social, political, and the philosophical orientation of the 
national educational systems. There is a need to determine 
the effect of these changes on the present-day ideas of 
Latin Americans concerning the role of the school, these 
ideas being reflected in the school programs. A prior com-
mitment of the study is to seek out reasons revealing whether 
education in the countries referred to is dynamic, whether it 
is considered now to be a means of reconstructing society, or 
whether it is still a conserving, hence conservative, social 
force. 
5 
While the educational institution can be a conservative 
social institution seeking to preserve society's "gains" and 
to maintain existing conditions, it can also be a force for 
change. By dealing with problems concerning the assumption 
of social responsibility and by training youth in the ability 
to work cooperatively with others, schools can develop con-
ditions for greater participation by members of a community 
in determining the policies and practices of that community. 
Where school-community interaction is stressed, and a program 
designed to utilize the skills and abilities of all in 
resolving common problems is deliberately fostered, the 
school can play a dynamic role in community improvement. 
To develop democratic processes and to attempt to im-
prove the low living standard of the great majority of the 
Latin American population involves the school in the field 
of human achievements and institutions. The materials of 
instruction which make up the social studies thus become of 
major importance. Whether stress should be placed on educa-
tion for the illiterate masses or for those who at present 
control the destinies of these masses is answered in part by 
the existing educational system. The cultural ideals which 
the conquering Spaniard brought to America were largely those 
of the Renaiesance and of classicism with a medieval strain 
being quite evident in religious and educational thinking. 
y 
1}For the program of the University of Salamanca see Fernando 
ae los Rios, "Spain in the Epoch of American Colonization," 
in Charles c. Griffin, editor, Concernin~ Latin American Cul-
ture, Columbia University Press, iew Yor , 1941, p. 27. See 
also R. Freeman Butts, A Cultural Histoit of Western Educa-
tion: Its Social and Intellectual Foundi:Ions, McGraw-Hill 
Book Company, iew York, 1955, pp. 175-176, 178. 
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This served to militate in favor of education for a select 
few. 
An intellectual aristocracy found fertile ground for 
realization in a land where the great majority were accustomed 
to giving unquestioned obedience to their leaders. This 
largely explains why a European culture brought by a rela-
tively small number of persons could become dominant. The 
native masses had never experienced either education or the 
desire for it. No motivating force therefore existed in 
favor of education for all. Thus the ideal of an intellectual 
elite reached fruition. The socially, politically, and 
economically dominant upper class limited the use of educa-
tional facilities to itself. Other groups could not meet 
the financial obligations imposed by the schools that were 
founded. Furthermore, the curriculum offered training 
inappropriate to great numbers of the population. Latin was 
the language of instruction, theology largely the content. y 
Indians and mestizos were often kept out of schools by 
legislative enactment. 
The independence era, ushered in with the second and 
third decades of the nineteenth century, failed to produce 
any basic change, although on the administrative level the 
State assumed ultimate control of the schools from the Church. 
There is a need to determine whether the growing social 
!Jiestizo is the term applied to persons of mixed European 
and Indian blood. 
7 
consciousness of the mestizo and the development of a middle 
class, both mainly twentieth century phenomena, have been 
manifested by recognizable features of the school program 
and the content of the school population. 
The prevailing educational viewpoint, conditioned by 
each of the factors in a nation's past and its present cul-
tural state, becomes revealed as the formal content of educa-
tion is examined. At the same time the school exerts a 
profound influence on that culture. Even when, for all 
practical purposes, the school attempts to divorce itself 
from the problems of the community in which it exists, it 
continues to affect that community. The latter also is an 
educative force, and often of greater educational importance 
than the school. Thus, where the school endorses the tra-
ditional concept of education, emphasizing the fulfillment 
of academic objectives, it removes itself from the area of 
training youth for participation or leadership in community 
improvement. The school then plays only an indirect role 
in such improvement, hence leaves the determination of what 
society is to become to the controlling minority. 
That this condition has long endured in Latin America 
is due in large part to the Spanish temperament. The nature 
of the Spaniard has been such that the interests of his own 
personality, his own ego, overrule the interests of his 
society. Social-mindedness has not been one of his traits. 
The conflicts of society have long failed to engage his mind 
8 
with its seemingly fatalistic bent. His personality is one y 
of " •••• instinctive hostility to association •••• • He has 
no reputation as a coordinator or promoter of a "group-mind." 
His is an individualism that is repelled by the thought of 
subordinating the person to the group. 
It was this personal independence which enabled those 
very few who carried out the Conquest to emerge victorious 
over the far more numerous natives. When an Inca cacique 
(chief) fell in battle, his followers were at a loss for 
direction. The Spaniard, on the other hand, fought on as an 
individual being. It was partly what he learned of the 
Spaniard's ways that enabled the Araucanian to resist so 
successfully the advance of the former. It also enabled him 
to emerge eventually as an equal in independent Chile while 
the sharpest of distinctions remained between European-white 
and the "Indian" in Peru. Madariaga and others native and 
foreign to Spanish America have analyzed Spanish individual-
ism and considered many of its cultural manifestations. 
There remains a need, however, for examination of school 
curricula and practices to determine what direct efforts are 
being made towards creation of a "group-mind" or its desir-
ability. Any genuine reform must be dependent upon the 
existence of such a group consensus. 
There is no lack of awareness of obstacles to reform, 
l,/sa!vador de !lladariaga, §nglJ.abmen Frenchmen, Sianiards: 
In Essay in Comparative PaychoioSl• biford Un!vers ty Press, 
LOndon, 1928, p. 49. · 
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but there must be developed from within society a desire to 
overcome these obstacles, if reform is to be effected and to 
be democratic. The secondary school, best distinguished from 
the primary grades by its aims and functions, and dealing 
with the various major areas of life and of thought, is a 
proper place to look for stimulation of such development. 
The growth of a national self-consciousness and a cultural 
awareness in Latin America has caused education to receive 
greater attention. Thus the fostering of nationalism is 
usually an objective of the school. There is a need to 
determine whether there exist signs of cultivation of an 
international point of view. 
An integral phase of the problem of reform is the ques-
tion of social mobility. Literacy is one basic factor affect-
ing mobility, but by no means the sole one. Improvement of 
living standards and resolution of the problem of maladjust-
ment in population distribution require the stability which 
has largely been absent from the personalist political 
orientation of the Latin American. There is a definite need 
to determine what the educational institution is doing to 
create that type of outlook which would be conducive to 
reform in the direction of the largely unexpressed ideals of 
the vast majority in each nation. 
Existing up-to-date research on Latin American educa-
tion in English is scant. The United States Office of Educa-
tion in the Department of Health, Education, and Welfare, as 
lfll 
part of a program of cultural cooperation, has undertaken a 
series of basic studies of education in several South and 
Central American countries, Data compiled have been published 
in separate studies of individual countries, Most of these 
studies were made, however, in the mid 1940's and thus would 
be decidedly out of date in countries which have experienced 
social upheavals since then, One on Mexico completed in 1956 
represents the only recent work in this series, The most 
recently published scholarly studies dealing with Latin y 
America as a whole appeared in 1937 and 1942. 
There is, therefore, a distinct need for the develop-
ment, through research, of greater understanding of educa-
tional conditions and problems in Latin American countries. 
Such understanding may prove of definite value in revealing 
underlying principles governing the development of Latin 
American educational systems. Though historical and social 
factors peculiar to individual nations have largely determ-
ined educational practices and thus made comparisons valu-
able, greater contact with foreign areas, largely through 
mutually operated developmental projects, has brought about 
a dissemination of ideas which has contributed to the crea-
tion of similar situations in many nations. This study seeks 
to be an initial step in the direction of greater under-
1/Nicholas Hans, "Comparative Study of Education in Countries 
of Latin America, 11 The Yearbook of Education, London, 1937, 
pp. 499-536; and I. L. Kindel, editor, Education in the Latin 
American Countries, Teachers College, Columbia University, 
New York, 1942. 
standing of contrasts and similarities relative to one 
clearly delimited phase of the school program, namely the 
social studies area at the secondary school level. 
ll 
The procedure followed in this dissertation began with 
study of historical and educational material on Latin America. 
The major sources of such material were (1) historical and 
educational studies, (2) general studies in comparative 
education textbooks and yearbooks, (3) publications of gov-
ernment ministries, (4) legislative enactments concerning 
education, (5) publications of the Office of Inter-American 
Affairs, (6) reports and documents of inter-American educa-
tional conferences, and (8) interviews and travel in the 
countries under survey. 
Statements of secondary school social studies objectives 
were obtained from the national ministries of education, and 
from these statements were culled specific objectives which 
were then incorporated into a questionnaire on objectives. 
It was intended that this instrument be submitted to secon-
dary school social studies teachers for the purpose of gain-
ing a general indication of consistency between objectives 
and school practices. When, however, it became apparent 
after discussion with school personnel that teachers possessed 
official programs containing statements of objectives and that 
they would in all likelihood reproduce these statements, this 
procedure was discontinued. Within the framework of the 
objectives a survey sheet was drawn up consisting of the 
12 
items about which information was sou~t. Data here were 
provided throu~ the cooperation of persons in the ministries 
of education, classroom teachers, and other persons working 
in the educational field. 
Information on the extent of curricular offerings in 
»he social studies and on organizational forms of correla-
tion was obtained through reference to official documents 
of the ministries of education. By personal interrogation 
an attempt was made to determine the existence of courses 
of study for the various schools. Conferences with adminis-
trators and teachers concerning the topic of correlation of 
subjects were used to supplement the official data. By 
reference to regulations of the national ministry, observa-
tion of classroom situations, and discussion with teachers 
and administrators, the source of control over organization 
and the forms of organization employed were noted. The same 
held true in determining instructional techniques. 
By reference to official guides, observation of classes, 
and questioning of personnel in individual schools, the 
existence of special classrooms supplied with social studies 
materials was determined, as were the types of materials. 
In the same way evaluative procedures were determined. 
Comparison was made between information obtained throu~ 
actual visitations by this researcher and the data presented 
by the educational personnel. This served as a check on the 
reliability of the data. Conclusions were then drawn 
13 
regarding (1) consistency between social studies objectives 
and practices supposedly leading to those objectives, and 
(2) the role played by the school, through the social 
studies program, in community improvement. These were 
employed 1n formulating a statement of comparison of the 
nations studied. 
CHAPTER II 
PERU 
'liiE GROWTH OF THE NATION AND ITS EDUCATIONAL SYSTEM 
More than any of its South American counterparts Peru 
has retained into the middle of the twentieth century many 
of the traditions of the colonial period. This has been no 
accident, for the Viceroyalty of Peru was the major sector 
of Spanish domination in the Americas, and due to its rich 
gold and silver deposits was considered of even greater 
importance than New Spain, that is, Mexico and most of 
Central America. By the seventeenth century Lima had become 
the political, economic, and cultural center of an area that 
included all of South America exclusive of settlements in 
eastern Guiana and most of modern-day Brazil. 
]:/ 
This vast expanse was eventually to be divided into 
three viceroyalties: Peru, consisting of Peru proper and 
Chile; New Granada (created 1739) consisting of the present 
day Caribbean republics and Ecuador; and La Plata (created 
1776) consisting of modern Argentina, Uruguay, Paraguay, and y 
Bolivia. Lima remained, however, for all practical 
!/Donald E. Worcester and Wendell G. Schaeffer, The Growth 
and Culture of Latin America, Oxford University Press, New 
York, 1956, p. 225. 
g/William L. Langer, compiler and editor, An Encyclopedia 
of World HistorJ• Boughton Mifflin Company, Cambridge, 
Massachusetts, 948, p. 497. 
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purposes the capital of Spanish South America. Its prestige 
came largely from its wealth which in turn was responsible 
for other prestige factors--the presence of the highest 
colonial officials and the accompanying ostentation. 
It was, furthermore, as much a truly European city as 
any Spain erected in the Americas. Cuzco, high in the 
sierra, had been the Inca capital, and continued to maintain 
its Indian atmosphere. Lima, located on the coastal area, 
which was more desirable to the Spaniard, had a relatively 
small population, but with a high percentage of European g 
whites. It was a political center by grace of royal 
administrative decrees, and the economic center by grace of 
the mercantilist economic theory which resulted in almost 
all trade being siphoned through it. 
Though the Spaniard's major concern was personal aggran-
dizement rather than colonization, development of cultural 
and educational projects was not absent. This was due to 
the churchmen who, while directly engaged in promoting 
adherence to the faith, made up the educated element of the 
y 
young society, providing both teachers and scholars. Being 
the wealthiest colony, Peru had the financial resources to 
establish a larger number of schools than existed in other 
cities, and to provide a relatively superior quality of 
!/DOnald E. Worcester and Wendell G. Schaeffer, op. cit., 
P• 226. 
g/,Ibid., P• 227. 
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instruction. 
Religious orders conducted several academies in Lima. 
The church dominated education and limited it largely to 
religious and moral training. In conformity with the Euro-
pean tradition, the ignorance of the great majority was not y 
looked upon as undesirable. The Indians were given just 
enough instruction to be converted to Christianity. The 
only ones to profit from what formal education was provided 
were the sons of the upper class. They alone were granted 
admission to the secondary schools, which were actually 
little more than religious seminaries. Special institutions 
were decreed for offspring of Indian chiefs, but implemen-
Y 
tation was the exception. 
In spite of laws forbidding accumulation of wealth, the 
church prospered in the colony largely as a result of gen-
erous gifts, and many friars enjoyed the finest in material y 
comforts. Its prestige and power enabled the church to 
gain a strong position in Peruvian society, one which it has 
maintained to the present day, as evinced by the fact that 
Roman Catholicism is today the state religion and must be 
taught in the nation's schools. 
!JR. Freeman Butts, op. cit., pp. 175-176. 
2/Cameron D. Ebaugh, Education 1n Peru, Bulletin, 1946, 
~umber 3, United States Office of Education, Washington, 
D.C., P• 4. 
ynonald E. Worcester and Wendell G. Schaeffer, op. cit., 
P• 98. 
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The University of San Marcos was founded in 1551 with a 
program based on that of the University of Salamanca in Spain. 
Theology, philosophy, civil and canon law, and Indian lan-
Y instructional areas. Dominating the guages were the major 
working philosophy of the university, and indeed of all edu-
cation, was submission to crown and church. It was, further-
more, oriented towards the Scholasticism prevalent in its 
~ European models. 
The concern of Scholasticism was with the supernatural 
and the abstract. It developed as a defense of religious 
doctrines, but the intimate relation of the latter with 
education gave Scholasticism a profound educational influ-
ence. At first it provided an intellectual impetus, but 
long before the fifteenth century and the discovery of the 
New World it had degenerated into impractical disputation on 
matters completely without relation to existing social 
realities. It had provided sustenance to a mental attitude y 
faith. The Renaissance period, however, dominated by 
introduced a competitor, an intellectual outlook based on 
curiosity. 
Curiosity broke down the limited medieval world in the 
social, economic, and political realms. In the intellectual 
!/Ibid., P• 227. 
Y,Ibid., P• 173. 
3/R. Freeman Butts, oi. cit., pp. 145-146; Joseph B. Burgess, 
lDtroduction to the H story of Philosophy, McGraw-Hill Book 
Company, New York, 1939, p. 186. 
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realm, however, the Scholastic tradition continued to domin-
ate. People were occupied adjusting to cultural changes. y 
Intellectualizing these material developments could wait. 
There was, therefore, little opposition to prevailing educa-
tional practices. Salamanca and other Iberian universities 
were thus able to continue their emphasis on logic and philo-
sophie speculation, and their reverence for tradition. 
The educational institution, as in all societies, was 
only one of many educative forces. The Iberian of the fif-
teenth century came into contact with many non-Christian 
peoples. Foremost were the Moslems of Africa against whom 
the little kingdoms of the peninsula battled during the 
entire course of the 1400•s. There were non-Christians in 
the Near and Middle East with whom the Renaissance man came 
into contact. Thus, though the conquistador who came to 
America might have been exposed to a limited formal educa-
tion oriented toward a previous century, he lived in a cul-
ture that was looking outward to a seemingly unlimited worl~. y 
in a most unprovincial culture. He was living 
It was, therefore, quite possible for a new society 
with a humanistic orientation to come into existence on 
American soil, while two institutions of that society, the 
1/Henry s. LUcas, The Renaissance and the Reformation, 
~arper and Brothers, New York, 1934, p. 127. 
2/George I. S~chez, "Education in Latin America," in Arthur 
~enry Moehlman and Joseph s. Roucek, editors, Comparative 
Education, Dryden Press, New York, 1952, p. 69. 
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church and the school, developed by looking back to a seeming 
ideal which, on this continent, never existed, namely the 
Thomistic thirteenth century. The educational system that 
grew up was, therefore, completely divorced from surrounding 
reality. This was no different from conditions in the 
European homeland. 
y 
Being the center of the Spanish Empire in America, Peru 
was most highly dependent of all the colonial areas on the 
homeland for direction. It thus came to serve as an excellent 
reflection of the decadence of Spain at the end of the seven-
teenth century. As the extraction of valuable mineral 
resources dwindled and as the never very efficient adminis-
tration became more corrupt, the viceroyalty experienced the 
assumption of greater independence of action by the outlying 
areas. Though Spain evinced new signs or vitality in the 
eighteenth century, following the death in 1700 of Charles II, 
the last of its ~sburg rulers, decentralization continued 
in the colonies. The creation of the Viceroyalty of 
La Plata in 1776 left Peru with control over only Chile. To 
the greater detriment of Peru much of the mineral wealth 
that previously passed through Lima now went southeast to 
Buenos Aires. 
Viceregal Lima was also the major intellectual center of 
l/Donald E. Worcester and Wendell G. Schaeffer, op. cit., 
p. 173. 
~/Ibid., pp. 340-341. 
South America. It was here that Pedro de Peralta Barnuevo 
proved to be a seventeenth century precursor of the coming 
scientific revolt against Scholasticism with his studies in y 
mathematics, astronomy, and the natural sciences. 
Intellectual life continued, however, to be dominated by 
the clergy. Despite official ban, the ideas of the French 
Encyclopedists found their way to other educated elements. 
20 
A sign of cultural growth was the publication starting in 
1791 of the newspaper Mercurio which stressed scientific and y 
literary developments. 
The effect of liberalism was to undermine the conserva-
tive forces of church and state, and to draw the problems 
and shortcomings of society from a context of ignorance and 
traditionalism bordering on SJperstition. It failed, however, 
to place these problems in a new context which would aid in 
the finding of solutions. The major result was the reorienta-
tion of the intellectual elements of secular society who now 
turned for inspiration to Paris. 
The social climate was far from conducive to the imple-
mentation of these ideas. In this respect Peru lagged behind 
growing centers such as Begot{ and Buenos Aires. Population 
expansion and changing economic conditions were causing old 
social relationships to be replaced throughout many colonial 
!fW111lam L. Langer, op. cit., p. 500. 
g/Donald E. Worcester and Wendell G. Schaeffer, op. cit., 
P• 357. 
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areas. In Peru, where tradition was so much more firmly y 
entrenched, absolutism and conservatism continued on. 
underlying the movement for independence from Spain were 
social, political, and economic conditions resulting from 
the failure of the Spanish colonial system to adapt to y 
changing circumstances. The growing creole and mestizo 
population was largely excluded from participation in the 
administration of the colonies. Socially and politically a 
wide gulf developed between the creoles, no matter how high y 
born, and the peninsulares who, being in a better position 
to gain influence at court, obtained the civil and ecclesias-
tical offices in America. The economic policy of the home-
land treated the colonial areas as places to be exploited, 
hence there failed to be developed bonds of interest between y 
Spain and its colonies. 
The restrictive confines of the existing system also 
failed to provide for. intellectual pressures. The ideas of 
the French philosophes and of the French and American revo-
lutions spurred desire for reform among intellectual ele-
ments, but the rigidity of the colonial system and the influ-
ence of the powerful and highly conservative church stood as 
obstacles. Education was denied those who might use their 
!/Ibid., pp. 357-358 
g/Creoles were Spaniards born in America. 
~Peninsulares were European-born Spaniards. 
!/William L. Langer, op. cit., p. 799. 
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newly acquired knowledge to disturb the established order. 
Thus in the cities education was denied mestizos and Indians, 
with the rare exception of sons of the- Inca caciques, and in 
the frontier areas, as already mentioned, the Indian was 
given a minimum of education, its purpose being to weld him 
to crown and church. It was as a means of reinforcing the 
authority of the king that the church performed a great eon-
serving function in each of the colonies, and since the 
church was active in every colony, it provided a common 
religion that has proven to be the major spiritual bond y 
between Latin American nations. 
The Scholastic emphasis of church-dominated education 
was, however, of a regressive nature in eighteenth century 
America, and had the effect of retarding colonial intellec-
tual development. In this it was also aided by inadequate 
means of communication which kept the interchange of ideas 
to a minimum, and the absence of printing presses and means 
of publication. This did not prevent an intellectual ele-
ment from developing, but did serve to create an oppressive y 
atmosphere for this element. 
Sentiment for change 1n the form of independence was 
prompted by traditional Spanish individualism, the inereas-
. 
!/George f. Sanchez, op. cit., p. 71. 
2/Fernando de los Rios, "The Action of Spain 1n America," 
!D Charles C, Griffin, ~· cit,, PP• 75-76, points out the 
restrictions caused bye copyright law and legislation 
concerning commerce in books, 
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ing administrative decentralization of the colonies, poor 
communications, and geographic influences. When, in the 
Napoleonic era, Spain fell under French domination, the 
breakup of the Hispanic Empire in America actually began. 
Creole-dominated cabildos (municipal councils) throughout 
the colonies took control of government from royal officials y 
who could no longer depend on support from their homeland. 
In Peru, however, the movements by the American-born 
whites were thoroughly suppressed, and the colony remained 
a royalist stronghold, eventually the final stronghold. 
This may in part be attributed to the natural reluctance to 
give up a position of prestige and power such as Lima held 
as a viceregal center. There were also in Lima the strongest 
attachments to the mother country, and Lima's policy determ-
ined the attitude of Peru. It should not be overlooked that 
when Peruvian independence was finally won, it had been 
fought for and achieved by non-Peruvian forces. 
The effects of the colonial era, the traditional sepa-
ratism and individualism of the Spaniard, and the years of 
warring for independence resulted in a serious void within 
the new nations. Dissension over religious, political, 
social, and economic matters divided the vocal elements into 
bitterly opposed groups. No community of interest developed 
which would have enabled the people to cope with the problems 
of independence. During the colonial period the creole had 
1fiiiliam L. Langer, op. cit., p. 799. 
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compensated for his being a distinct level below the Spanish-
born colonist by creating and maintaining sharp distinctions 
between himself and other castes of society, these distinc-
tions being based on the degree of Spanish blood. 
Experience in governing was absent at the very time it 
was most in demand. Peru changed from viceroyalty to republic, 
but little else changed. The problem areas existing prior to 
independence remained, even becoming in some instances more 
acute. The resultant conditions were hardly conducive to the 
development of a sound educational system. 
The Liberator from the south Jos~ de San Martfn decreed 
the establishment of a normal school in Lima in 1822 to be 
operated along the monitorial plan of Joseph Lancaster in y 
England. The Liberator from the north Sim6n Bol!var estab-
lished the University of Trujillo and ordered the expansion of 
the Lancastrian system. In 1825 an effort to improve second-
ary education resulted in the opening of several schools 
including the first at this level for girls, the Colegio de 
g) 
Educandas in Cuzco. 
Attempts were made to differentiate the functions of 
secondary education from those of primary training. The 
Constitution of 1828 authorized further educational develop-
ment and guaranteed free elementary education for all. That 
!/Under this plan the older and better students acted as 
assistant teachers, helping the younger and less advanced 
pupils. 
g/Cameron D. Ebaugh, op. cit., p. 4. 
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plans never got beyond the stage of decrees was due to condi-
tions in the country. Political instability consumed the 
energies and efforts of the educated elements, and absorbed 
the funds that educational development required, Equally 
important was the absence of an educational orientation. 
Independence had not altered the basic social structure. 
The socio-economic basis of Peru remained essentially 
manorial, with wealth and status dependent on possession of 
land which was worked by voiceless Indians in a state of 
perennial servitude, The creole aristocracy which had led 
the struggle for independence failed to maintain leadership. 
The creoles lacked political experience, but of equal impor-
tance was the fact that the traditional system of property 
ownership had failed to associate such ownership with politi-
cal responsibility. Nowhere in the structure of post-inde-
pendence society did a sense of social responsibility exist. 
Into the resultant vacuum stepped military chieftains lack-
ing all the attributes a nation seeking stability required y 
of its leaders. In such an atmosphere education could 
scarcely prosper. 
It was not until Ramon Castilla emerged as president in 
1845, overcoming competing caudillos, that Peru enjoyed any 
stability, In addition to establishing order and trying to 
promote internal developments and stabilize the national 
1/DOriald E. Worcester and Wendell G. Schaeffer, op. cit., 
pp. 536-538. 
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finances, Castilla effected social and educational reforms. 
, , 
His Reglamento General ~ Instruccion PUblica centralized the 
control and direction of public education. It also distin-
guished between private schools and public ones. Secondary 
education became a separate division between primary and 
university schooling. The curriculum at the secondary level 
varied depending on whether the schools were in the capital 
or located in the provinces. In the latter areas, which 
lacked the facilities of the capital, content was limited to 
the n3 R's" and instruction in religion and morality, includ-
ing social habits and everyday law. 
course offerings in Lima schools were 
By way of contrast, y 
Spanish 
French 
English 
~tin 
Geography 
Peruvian and American 
History 
Logic 
Ethics 
quite extensive: 
Mathematics 
Physics 
Chemistry 
Natural History 
Political Economy 
Hygiene 
Drawing 
Music 
Bookkeeping 
The unsuccessful War of the Pacific (1879-1884) exhausted 
Peru, and was followed by a long period of attempted recon-
struction. Emphasis was on reform of the national finances 
and development of natural resources. Educational progress, 
therefore, lagged. The impetus given to school development 
during the Castilla era carried over into the following 
decades, but results were meager. Academic subjects continued 
to dominate the secondary school curriculum. This was 
!/dameron D. Ebaugh, op. cit., p. 5. 
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carried on into higher education which by this time had become 
dominated by the University of San Marcos, and resulted in 
an excess of persons trained for a very limited number of 
professions. On the credit side was the opening of the 
Central Normal School in Lima and others in departmental 
capitals. In special girls schools subjects such as sewing 
and home economics were offered, but technical instruction 
continued to be absent from Peruvian education. 
At the turn of the century secondary education consisted 
of a six year program, with the last two years consisting of 
specialization in sciences or the traditional professions 
(Letras). Attempts at reform resulted in a short-lived law 
in 1901, but were more successful the following year. Dr. 
Alejandro Deustua, who was familiar with the existing state 
of education in North America, was authorized to improve the 
state of secondary education. His recommendations were em-
bodied in legislative enactment which was observed to the 
.!1 letter until 1920, and in spirit until 1956. 
This 1902 law provided the basis for Peruvian secon-
dary education for the first half of the twentieth century. 
It did away with the two years of specialization, placing 
them at the university level. Thus remained a four year 
program as in the United States, but there the similarity 
ended, for school systems in the latter country provided a 
l/Mlriisterio de Educaci&n Pdblica, Boletfn de la Reforma 
~ducativa, Number 2, Diciembre 1956 - Enero 1957, Lima, P• 65, 
hereafter referred to as Bolet!n Number 2. 
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junior high school program to ease the transition to the high 
school. To Deustua's credit was a proposal for a Secci&n 
Intermed1a of three years, but this was rejected by the 
national senate which approved the rest of the reform pro-
Y gram. 
Duestua may have envisioned the objective of the school 
as the cultural development of the individual and the citizen, 
an objective without academic aspirations, and being achieved 
through simple, practical, and concrete instruction. But the 
system he chose for his model, democratic though it may have 
been in relation to systems in other countries, was one which 
was largely providing for the education of a relatively 
select group, economically, intellectually, and socially. 
Furthermore, as was evident from the name given to the law 
of 1902, Instrucci&n Media, the secondary school was still 
considered a "middle" school, preparing students for the 
university. 
What Congress approved was a four year high school and 
the placing of specialization at the university level. The 
administrative reforms were effected, but succeeding events 
were to prove that the ideas underlying the developments 
were scarcely understood. In 1905 the Superior Council of 
Instruction, independent of Deustua and of Congress, set up 
a program of studies stating the instructional content. 
' This was based on the French lycee, a seven-year school pre-
!/Ibid!, P• 66. 
paring students for university study. Two completely dif-
ferent educational philosophies were thus operating at one 
and the same time within secondary education, a situation 
presaging instability. 
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Change was not long in coming. A movement for a six 
year secondary school developed, resulting in the extension 
in 1918 of the high school program to five years--a compro-
JJ 
mise measure. The result of this action was to be nearly 
four decades of expenditure of the energies of Peruvian 
education in the task of fitting seven years of course con-
tent, as provided by the French lycJe, into a five-year 
program. 
The early years of the twentieth century also witnessed 
the growing centralization of education. Under the first 
administration of JosJ Pardo (1904-1908) free compulsory 
education under state control was established. The direc-
tion of elementary education was removed from the munici-
Y palities and placed under a national ministry. The intro-
duction of European teachers was promoted by the government, 
the German school with its scientific emphasis being the 
major source of such advisors. 
In 1919 Augusto Legufa assumed the presidency for a 
second term, having served in that capacity from 1908 to 
1912. For eleven years a program of commercial and financial 
1/Ibld., P• 57. 
g/cameron D. Ebaugh, op. cit., p. 6. 
development was actively promoted. A new constitution put 
into effect in 1920 included a section on compulsory primary 
education. The organic law of that year on public education 
provided the basis for a stable educational system and served 
to popularize education. Services of North American educa-
tors were employed. But Legufats administration was a despo-
tism and its attitude toward education gave evidence of little 
direction. It was during his dictatorship that there was 
founded the Aprista movement, the first truly Latin American 
social and political philosophy. 
The Alianza Popular Revolucionaria Americana was a move-
ment which sought to effect a social and economic reconstruc-
tion in Peru. It began in 1919 under v!ctor Raul Haya de la 
Torre as a program for educational reform at the university 
level, but soon expanded into a movement for social reform. 
The following year a studente' conference developed a program 
for educating the masses through People's Universities, but 
within three years the program was suppressed by Legufa. It 
was then that Aprismo appeared as an international movement 
with a platform that included achievement of Latin American 
political unity, nationalization of the land and industries 
thus putting the resources at the disposal of all the people, 
and an end to exploitation. Because Aprismo sought a gen-
uine reconstruction of society to create not only political, 
but also economic democracy, it was bitterly opposed by the 
entrenched vested interests. Legufa suppressed the movement 
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and forced its leaders into exile. When he fell from power 
the Apristas returned and took part in the 1931 election, y 
winning a number of congressional seats. 
The new president Sanchez Cerro then proceeded to out-
law the party, and imprisoned Haya de la Torre. Sanchez 
cerro was assassinated, but his successor Benavides, after 
briefly restoring the civil rights of the Apristas, sup-
pressed the movement. It was not until after the election 
of Manuel Prado in 1939 that APRA became legal again. 
I I I The Ley Organica ~ Educacion Publica reflected one 
Aprista policy in its provision for agricultural instruction 
in the rural areas. The law also introduced vocational in-
struction into elementary education in the urban areas. 
Secondary schools were divided into two classes, general and 
technical. The latter were dubdivided as agricultural, 
commercial, and industrial. Vocational departments were y 
added to the traditional academic curriculum. 
Though a reconstruction of Peruvian society was an 
Aprista goal, the educational system in the traditional 
manner failed to give consideration to this objective. The 
schools throughout the nation's history had failed to pre-
pare people for democratic citizenship. The content of the 
1/Royal Institute of International Affairs, The Republics 
of South America, Oxford University Press, London, 1937, 
PP• l64-l66. 
g/Cameron D. Ebaugh, op. cit., pp. 9-10. 
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social studies in secondary education had changed but little 
by 1942. The scope had been expanded to include world 
history and world geography, to be studied each of the first 
three years along with Peruvian and American history and 
Peruvian geography. During the final two years of secondary 
school, students took a course in the history of civiliza-
tion. 
World War II turned the nation's attention to industrial 
expansion. While economic development did take place, wartime 
inflation stimulated unrest which resulted in a victory for 
Jose Luis Bustamante in the 1945 presidential election. 
Though Bustamante favored many of the objectives of the 
Apristas, and though the latter after the election made up 
the most numerous single political group in Congress, they 
were unable to work together for long. APRA would not accept 
gradual reforms, demanding the full implementation of its 
program. Governmental activitJ was blocked, and Bustamante 
reformed his cabinet in favor of the military. This roused 
the Apristas to extremes that resulted in their being out-
lawed again. Bustamante was overthrown shortly thereafter, y 
and was replaced by Manuel Odrla. 
Odr!a dictated the course of Peruvian politics until 
the election of Manuel Prado in June of 1956. Though Prado 
was a member of one of the great families of Peru, his point 
lJbOnald E. Worcester and Wendell G. Schaeffer, op. cit., 
PP• 903-905. 
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of view was such as to gain him Aprista support during the 
campaign. It was this support which enabled him to triumph 
over the Civilistas, the group representing the interests 
of the old aristocracy. When he took office in July of 1956 
Prado brought into the Ministry of Education Dr. Jorge 
Basadre, a noted historian, educator, and writer. Basadre 
immediately set about planning improvement in the national 
educational establishment. This movement was known as £! 
Reforma. 
f! Reforma is an attempt to bring Peruvian education 
into harmony with the requirements of the mid-twentieth 
century. The Comisitn de Reforma directing the movement 
began its work by starting an examination of the existing 
state of Peruvian education. In addition to the regular 
schools there were in existence Institutes ~ Experimenta-
' ~ Educacional (experimental schools) begun in 1942. The 
working principles of f! Reforma were established largely 
on the basis of information gained from these sources and 
on the basis of recommendations of educational groups of 
both a local and international character. In order to 
clarify discrepancies between legal precept and changing 
reality, the Inventario ~ 1! Realidad Educativa (inventory 
of the condition of education) was begun. This was done not 
only through the distribution of printed forms on which data 
would be provided, but also by the direct study of teaching 
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conditions and the methods and procedures employed. 
y 
There are many different phases to the program of La 
Reforma. ~ / The Campana ~ Alfabetizacion, a plan for teach-
ing adults and children who have thus far been deprived of 
educational opportunity to read and write, has as ita ulti-
mate objective the effective incorporation of these elements 
into the national life. This program deals with teaching 
reading and writing in Spanish, the protection of health, 
instruction in civic rights and responsibilities, and y 
spiritual and material betterment. No area of the national 
educational ~ystem has failed to receive consideration under 
La Reforma. In addition to urban primary education, several 
plans are being drawn up for rural education, including a 
pilot plan for education in the eastern jungle. The special-
ized schools such as the Institute Nacional del Ciego (school 
for the blind) and the Escuela Nacional de Bellas Artes 
(school of fine arts) are being reorganized. 
Technical education is being reorganized with the end 
of giving the student an orientation which is closely re-
lated to the cultural, economic, and industrial development 
of Peru, and to general scientific and technological 
advances. One of the motives determining reform in this 
1/Ministerio de EducaciGn Ftiblica, Bolet!n de la Reforma 
Educativa, Number 1, Agosto - Noviembre 1956; Lima, p. 1, 
hereafter referred to as Bolet!n Number 1. 
I I 2/Union Panamericana, La Educacion, Number 5, enero-marzo 
T957, Washington, D. c:; pp. 37-38. 
35 
area is knowledge that the application of new techniques in 
such endeavors as exploitation of natural resources can lead 
to widespread social benefits. Before new methods y 
to be trained in their use. 
can be 
applied people have 
Realizing that any basic educational reform necessi-
tates improving the quality of the teaching, the Comissi6n 
/ de Reforma has begun the Plan ~ Capacitacion ~ Perfecciona-
miento ~ Magisterio Nacional to overcome the deficien-
cies in cultural background and professional training of some 
instructors. This will be concerned with courses for 
teachers at all grades below university level. It has been 
proposed that groups known as Misiones Pedagogicas travel 
throughout the country coordinating teaching methods and y 
strengthening the ties between teachers. 
Secondary school reform has been justified in part on 
the basis of educational, social, and cultural problems 
caused by the increase in the school population at this 
level. It is felt that these problems cannot be resolved 
within the existing educational organization because this 
latter framework was developed without consideration of 
the variety of geographic, social, and economic backgrounds 
of students, or the latest educational principles ana prac-
Y 
tices. 
1/Ministerio de Educaci6n ~blica, Bolet{n Number 1, pp. 
~5-36. 
g/,Ibid., p. 52. 
/ ~Resoluci6n Suprema Numero 253, included in ibid., p. 30. 
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f! Reforma is the answer of the present Peruvian govern• 
ment to the impact of socio-economic forces serving to 
accentuate the educational problems of the country. These 
problems include illiteracy, reorganization of the existing 
school system in conformity with 
education, and qualifications of 
cultural realities, rural y 
teachers. They are all 
the more acute in a nation such as Peru, for present day 
Peru is really three distinct nations. 
There is the coastal region, by far the smallest, which 
the Spaniard settled, and where he erected what was first 
the center of a colonial empire and what is now the capital 
of Peru. There is the high sierra which the Spaniard 
possessed momentarily for its mineral wealth and the treas-
ures of the Incas, but from which he withdrew eventually for 
the more hospitable lowland area bordering the ocean. There 
is also the eastern lowland area, which like the sierra was 
never really conquered by the European, but which also has 
never been possessed by him either, as the sierra was. 
These three "nations" are completely different socially, 
culturally, and geographically. The only common element is 
the imposed political unity, and even this is scarcely felt 
in many sections. 
Bringing the aboriginal population into active and in-
i/For a study of these problems see Max H. M~ano-Garc!a, 
~ome Educational Problems in Peru, Institute of Latin 
American Studies, Occasional Series, Number 1, University 
of Texas, Austin, 1945. 
telligent participation in national affairs means educating 
approximately 45% of the people for a society completely 
foreign to what they know, and teaching them an equally y 
foreign language, namely, Spanish. Before the Indian can 
be expected to participate democratically, the transposed 
European who is going to instruct him must learn to pursue 
democratic methods in a far greater manner than has to date 
been evident in Peruvian history. This involves not only 
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learning and practicing certain techniques, but establishing 
and pursuing social objectives compatible with those beliefs 
which form the basis of a democratic philosophy. The social 
studies represent that area of the school curriculum most 
directly related to these goals. The following chapters 
deal with the social studies as they exist in the current 
school program. 
!/According to the UNESCO study of Peru, UNESCO, World 
Survey of Education, Paris, 1955, P• 511, there are 3,17t;ooo "Peruvians" who speak only the Indian languages Quechua or Aymara. 
CHAPTER III 
THE SOCIAL STUDIES IN SECONDARY EDUCATION 
l. Secondary Education Today 
Secondary school reform in Peru which actually began 
in 1957 was essentially designed to turn the specialized 
high school into one organized along the lines of the com-
prehensive high school similar to the pattern throughout the 
towns and smaller cities of the United States. The first 
three years are to be devoted to general studies required of 
all students. The content of courses in these years will 
consist of the knowledge& considered fundamental: language 
(Spanish and foreign), historical-geographical-social 
sciences, mathematics, natural sciences, religion, and art. 
In 1957 the first year of secondary education was 
reorganized in accordance with this program of general 
studies. In 1958 the second year is being replanned. 
Reorganization of the third year is intended for 1959. The 
fourth and fifth years of secondary school will be special-
ized, with the student having a choice of one of three 
areas: (1) letras (the liberal arts), (2) science, and (3) 
secretarial studies. The courses within each area will all 
be required, the student having the choice only of area. 
-38-
39 
All three will be taught in the same school. 
y 
, 
In planning secondary school reform,tbe Comision de 
Reforma has been able to examine the effects resulting from 
changes made in 1948 in a national high school, the Colegio 
Nacional ~ Nuestra Senora de Guadulupe. What basically took 
place was a change in the stated orientation of the school, 
the objective of the experimental period being the develop-
ment of personality, rather than achievement of academic y 
goals. Data were also accumulated from Institutos de 
, 
Experimentacion Educacional {experimental schools) in opera-
tion since 1942. 
The limited extent to·which the program of~ Reforma 
has changed the content of secondary school studies can be 
gained from reference to Table 1, which lists the courses 
taken during the first year under each plan. The proponents 
of the reform movement have criticized the previous program 
on several counts. Its basic character was encyclopedic, 
the student having to take an average of twelve courses a 
year. Each course was taught completely independent of others 
in the student's program, and each was broken down into 
numerous detailed subdivisions, all of which had to be mas-
Y 
tared. Study of Table 1 would indicate that, in the 
first year at least, there is no decrease in the number of 
!JFor the total program of studies see Appendix A. 
g/Uni6n Panamericana, op. cit., p. 38. 
~Ministerio de Educaci6n P6blica, Bolet{n Number 2, pp. 68-69. 
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courses. The detailed official programs (discussed in this 
and the following chapter) reveal the absence of any increase 
in correlation between subjects. The division of courses 
into detailed subdivisions continues, though in some areas, 
notably mathematics, several subdivisions have been eliminated. 
Table 1. Comparison of Courses during First Year under 
Previous Program and under La Reforma Program 
Course 
1 
Previous Program 
Hours per 
week 
Spanish............ 4 
Foreign Language... 3 
Geography.. • • • • • • • • 3 
History of Peru.... 3 
Universal History.. 2 
Moral and Religious 
Education........ 1 
Arithmetic......... 4 
Botany............. 2 
Drawing............ 1 
Music and Singing.. 1 
Technical and 
Manual Training.. 2 
Physical Education. 2 
Pre-military 
Instruction...... 2 
Total •••••••••••• 30 
La Reforma Program 
Course Hours per 
week 
Language-Literature 4 
Foreign Language... 3 
Universal Geography 3 
Geography of Peru.. 3 
History of Peru.... 3 
Religion........... 1 
Mathematics........ 5 
Education in the Arts............. 3 
Manual Training.... 2 
Physical Education. 2 
Pre-military or 
Domestic Educa-tion............. 2 
Educational 
Orientation...... 1 
Work depending on 
the particular 
school........... 6 
Total •••••••••••• 38 
l/Ministerio de Educacibn pJblica, Plan de Estudios 
gramas para la Educaci6n Secundaria, Lima, 1951, p. 
after referred to as 1951 Plan de Estudios. 
i Pro-
' here-
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Under the previous program Spanish was studied for three 
years, and replaced with literature for the last two. This 
followed a weekly hour schedule of four the first year, then 
four, three, three, and two totaling sixteen hours over the 
five year course of study. Under the reform program a 
Language-Literature course will be taken four hours per week 
each of the first four years, and two hours in the fifth year, 
totaling eighteen. Mathematics was a major subject through 
the five year former program. It will now be a major subject 
for the first four years, with only those specializing in the 
sciences taking it the fifth year. The History of Peru was 
formerly studied for five years. Now it will be studied by 
all for four years, with those specializing in the liberal 
arts having a fifth year. This sampling would appear to 
indicate that La Reforma is actually planning no basic 
curricular changes in secondary education. 
The extent to which any proposed changes can be put 
into effect depends upon those actually doing the classroom 
teach~. 
tion." 
"The teacher is the fundamental factor in educa-
The teaching methods, content, and forms of organ!-
zation he has learned determine what he can teach. This fact 
is well recognized by the Comisi&n de Reforma. Judging from 
-y 
the directive for teacher improvement the objectives of the 
1/Resoluci3n Suprema N~ero 331, of 8 November 1956 1 in 
~., P• 137. 
g/Ibid., PP• 137-162 
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reform movement, as concerns teacher training, are to give 
teachers more of the type of instruction they are now receiv-
ing. The effect of this would be to prepare teachers to do 
better those things they are now doing, a further indication 
that ~ Reforma does not represent any basic change in the 
educational practices of Peruvian schools. 
As has been true throughout most of Latin America, the 
goal of Peruvian secondary education has long been to prepare 
the student for university study. It has presented an aggre-
gate of systematically taught courses loaded with detailed 
information which would be of value only to those able to 
absorb a host of facts, and not burdened with out-of-school 
responsibilities. It has been an education for an aristo-
cratic elite. Its actual effect has been to perpetuate a 
special class in Peruvian society. In 1906 the total secon-
dary school enrolment was 1928. Within half a century it y 
rose to 100,033, and included persons from the lower as 
well as upper classes. Students with different social, 
economic, and intellectual backgrounds would be seeking 
different things from the school. 
The stated objectives of secondary education under ~ 
Reforma, being concerned with more than just intellectual 
development, reveal the influence of progressive educational 
thought and an increased consideration of the growing hetero-
geneity of the school population. At the very outset it is 
Vtbia .• P· 7o. 
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made clear that educational 
for a select group, but for 
opportunities are y 
all Peruvians. 
to exist not 
First--Secondary education constitutes a stage of 
school education to Which every Peruvian youth has a 
right since it is necessary for his basic growth as a 
human person, as a member of an historical-social com-
munity, and as a possible vital part of a profession 
or other occ~pational activity; •••• 
According to this objective, the raison d'~tre of the 
school is the development of the student as an individual, 
and as a member of a social and economic community. While 
it might be inferred that any distinction between the stu-
dent as an individual and as a part of a community of indi-
viduals is unrealistic, it should be recognized that this 
is not explicit. The inference itself may be questioned on 
examination of the second objective, which considers the 
2j 
individual as a non-social being. 
Second--For the formation of the adolescent as a 
person, secondary education must obtain the adequate 
development of a healthy body, and a balanced unfold-
ing of all those attributes of personality and char-
acter which enrich his spiritual thinking, affirm the 
dignity of man, and aid the attainment of imminent 
and transcendental ends; •••• 
This objective places the individual in a context 
which transcends his social setting, and it implies the regu-
lation of personal conduct by a metaphysical ethic. Here can 
be seen evidence of the influence wielded in Peru by the 
state religion, Roman Catholicism. Even when the individual 
l/Miriisterio de Educacidn F&blica, Direcci&n de Educacion 
Secundaria, 1957 Programas Experimentales, p. 6. 
!/.Ibid., P• 6. 
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is considered in a social context, as in the following 
objective, the idea of transcending that community of which y 
he is a member remains. 
Third--For the formation of the adolescent as a 
member of an historical-social community, secondary 
education has the obligation of preparing him to adapt 
himself to group life, qualifying him for a construc-
tive democratic life, and encouraging him to gain a 
knowledge and comprehension of the authentic values 
of tradition, as they provide bases for present action 
and norms for the future of the people of the nation; •••• 
The emphasis on traditional values as bases for present 
and future action implies an unchanging nature to values. 
These values do not grow out of a social context, but, as 
an inheritance from previous cultural conditions, are s~per­
imposed on the present community. Here again is reflected 
the philosophy of the state religion. 
The fourth objective, concerned with economic effi-
ciency, reveals evidence of the belief in the distinction 
gj 
between school activities and real life activities. 
Fourth--For the formation of the adolescent with 
regard to his future occupation or occupational activ-
ity, secondary education must plan to have him sharpen 
his inclinations or interests, explore his individual 
vocation, and channel his aptitudes toward those real 
life activities that will better mold him on the basis 
of his own conditions and the profitable development 
of the community; •••• 
While the emphasis is on the individual as a potential 
contributor to economic development, it is noteworthy that 
consideration is given to channeling economic education in 
Yfbid .• P• 6. 
g/.Ibid., PP• 6-7. 
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directions that will be beneficial to the community. The 
role which the school will play in economic de_velopment is, 
therefore, made an indirect one. 
In the fifth objective, with its emphasis on the dynamic 
participation of the individual in his own schooling, is seen y 
the influence of North American educational thinking. 
Fifth--In the attainment of all these ends, 
secondary education must always enlist the dynamic 
participation of the adolescent in the process of.his 
own growth ••• , taking into consideration the distinct 
conditions of sex, geographical position LOr the com-
muniti7, and the social, cultural, and economic situa-
tion, without losing the view of the spiritual unity 
of the qation and the contributions of the culture of 
the world; •••• 
The consideration given by this objective to the condi-
tions of the student reflects a marked departure from what 
Peruvians themselves admit has been the all too common edu-
cational policy. That the local community is to be consid-
ered in secondary education also reveals a different 
approach. While local conditions and facilities have long 
affected the educational offerings of a community, the in-
tention is to consciously utilize them in a positive manner, 
rather than allow their effect to be a merely negative one 
of restricting educational offerings. 
The intellectual emphasis which has in practice been 
the major, if not the sole objective 
is placed sixth in importance by the 
Ytbid •• P• 7. 
g/Ibid., p. 7. 
of secondary education 
program of f! Reforma. 
gj 
Sixth--Secondary education must be organized 
around the vital and academic interests of the adol-
escent. One of its principal objectives will be the 
development of the mind, by which is meant the devel-
opment of the capacity to observe and reason, the 
facility of expression, and the acquisition of habits 
of study and work; •••• 
Though intellectual skills and habits receive major 
emphasis here, it is not implied that their development is 
as preparation for university study. The students who 
terminate their formal schooling with secondary education 
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need these skills and habits in order to be productive citi-
zens. This is recognized in the final objective, which 
states the need for all students to have a general educa-
1/ 
tion. 
Seventh--Secondary studies have, furthermore, 
the following practical objectives: 
(a) To furnish to all adolescents the basic 
general culture necessary for self-develop-
ment in our social milieu; 
(b) To prepare youth for civil services and for 
business; and 
(c) To intensify and extend, for those who so 
desire, the knowledges required for pursuing 
higher studies. 
Within the scope of these objectives, what is the role 
of the social studies? 
2. Social Studies Objectives and their Relation 
to National Political and Social Objectives 
The term social studies is foreign to Peruvian educa-
yfbld., P• 7. 
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tion, although social sciences, historical-social sciences, 
and similar combinations are found. One of the combined 
groups considered as fundamental is entitled Ciencias 
I I Historico-Geografico-Sociales. It encompasses the following 
courses in the three year cycle of general studies: History 
of Peru, Universal History, Universal Geography, Geography of 
Peru, and Civic Education. Political Economy (Economics) 
appears in the fifth and final year as a course required of 
all students. Those specializing in the liberal arts also 
have History of Universal Culture and Elements of Sociology 
in the fourth year, and History of Peruvian Culture and 
Review of Geography and the Social Sciences in the fifth 
year. 
The following are the objectives of the first year 
course in the History of Peru: 
y 
l. To develop in the student a nationalist sentiment; 
2. To develop love fort he native soil, the nation, 
and the state; 
3. To create a sense of ethical-social responsibility 
to the fatherland (Patria); 
4. To awaken a sentiment of solidarity between all 
Peruvians, and a feeling of friendship for all the 
nations of the world; 
5. To shape in the student the national conscience; 
6. To stimulate respect and civic loyalty toward the 
institutions of the state; 
7. To study historical deeds in order to better under-
stand the actual period; 
Yibid •• P• 51. 
a. To understand the human values of our history in 
order to form the life of the student; 
9. To inform the student of the evolution of the 
48 
diverse cultural manifestations in order to introduce 
him into the development of Peruvian culture. 
It would appear from these objectives that the basic 
purpose of this course is to fit the student emotionally 
into the life of the country. The development of a critical 
attitude toward the nation's institutions is not sought. No 
consideration is given to the democratic ~ referred to in 
the third of the general objectives for secondary education. 
This omission would seem to imply that current educational 
thinking on the matter is uncertain. 
Whereas much of the official program for study of the 
history of Peru closely follows the previous directive 
(published in 1951), the statement of objectives had no 
model to follow. The sole reference to objectives in the 
earlier publication appears in the directions to the instruc-
tor a 
1/ 
The teacher will take into account that the object 
and goal of the teaching of history is not the accumu-
lation of dates, facts, and names, but, principally, 
the intellectual and moral education of the student, 
emphasizing to him the events that have a national or 
human transcendence, that arouse his interest or en-
thusiasm, that stimulate his sentiments of solidarity 
in time and space, giving him a feeling of the spiri-
tual unity of Peru through different generations and 
historical stages •••• 
The present objectives of the study of Peruvian history 
thus come out of no immediate written antecedents in the 
!/Mlnisterio de Educaci&n ~blica, 1951 Plan de Estudios, 
p. 64. 
national educational system. At the same time they do not 
appear to relate to the general objectives of secondary 
education. An examination of objectives of other courses 
will reveal whether they relate to other offerings in the 
first year program of studies. 
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The following are the objectives for the courses in 
geography (Universal and Peruvian) taken in the first year of y 
secondary education. 
1) To know the relation of man's action with the 
physical environment in order to :take greater 
part in the various activities of life. 
2) To strengthen the love of the homeland through 
knowledge of physical and social realities. 
3) To relate Peru to other countries, stimulating 
sentiments of friendship and cooperation with 
them. 
4) To study the peculiarities and characteristics 
of the region, country, and continent in their 
physical, biological, and human aspects, in 
order to have a better understanding of the 
world. 
5) To develop in the students the ability to ob-
serve existing conditions, thus qualifying them 
to interpret geographic phenomena. 
These objectives appear similar to those for history in 
two major respects. First, they are designed with a view to 
adjustment to existing conditions. There is no evidence of 
any thinking that the school might serve to improve upon 
what currently exists. It does not appear that adaptation 
I I I I !fMinisterio de Educacion PUblica, Direccion de Educacion 
Secundaria, 1957 Programas Experimentales, P• 56. 
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to the environment has been considered. Secondly, and 
logically rollowing rrom the previous point, no considera-
tion is given to the development or a critical viewpoint so 
necessary for the creation or the democratic life which, as 
pointed out above, is one of the stated objectives of 
secondary education. 
What has been the source of all these objectives? Have 
they arisen out or problems peculiar to Peru, are they 
highly eclectic in origin, or have they been drawn from sit-
uations at variance with the conditions in which these 
objectives will operate? 
For the delicate task or determining objectives, 
the directives in the legal documents which actually 
govern education, the pertinent contributions of 
notable educators of the past and present, directives 
or official commissions and the universities, and the 
recommendations and conclusions of the Inter-American 
Seminar held in Santiago, Chile in 1955, have been 
taken into account. 
We can add really nothing new to the universal 
objectives of secondary education. What has been 
attempted that is new is the fitting of the means for 
the fulfillment of these ends, taking into considera-
tion that secondary education in Peru has been 
recently converted into a form of popular education. 
Without belittling the importance of educational 
objectives, they have been formulated in a concrete 
manner in accordance with modern pedagogical doctrine, 
the existing sociological conditions, and the circum-
stances of our pupils. 
The emphasis has been put on the most important 
objective or all modern secondary education, which is 
!/Adaptation Is here considered as involving a modifica-
tion to fit new conditions, hence suggests flexibility. 
Adjustment, on the other hand, implies rigidity in that 
to which persons are adjusting. 
teaching to think, and it has been carefully de-
termined ••• that secondary studies do not have for 
their fundamental objective the pursuit of higher 
studies.1:/ 
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The division of secondary education into two cycles with 
the first constituting a complete stage of "functional educa-
tion" was the organizational change prompted by the re-evalu-
ation of the purpose of this level of schooling. Diversifi-
cation in the form of three available courses of study for 
the second cycle (the last two years) resulted from the 
responses of teachers and others in education to the ques-
tionnaires sent out by the Ministry of Education in 1956. 
A specialized college preparatory secondary education 
required of all ran counter to school realities, a fact ap-
parently quite clear to those engaged in teaching the great 
variety of students. 
The objectives fail to reveal that consideration has 
been given to several of the problems cited in the previous 
chapter. Alfabetizaci6n, an attack on illiteracy, is by 
itself quite insufficient. Required in the development of 
political maturity is a social sensitivity and a feeling of 
community responsibility. The importance of this is 
revealed by a consideration of Peru's racial problem. 
The unlimited miscegenation produced even before the 
end of the colonial era an ever growing variety of mixtures. 
Since the dominant element was lllhite, social status was 
!Jiirilsterlo de Educacion F&blica, Boletfn Number 2, 
pp. 50-51. 
Bo•ton University 
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determined by the extent to which one's blood was white. Thus 
the light mestizo ranked above the darker. The social grada• 
tions that developed were permitted as factors that would 
render all the more difficult the unity of the various hybrid 
groups against the ruling white minority. The years have 
made the mestizos into the racial majority, but the sense of 
not belonging and of frustrated aspirations has remained. 
Thus a group with potentially great human resources that 
might be employed in social betterment, tends to follow dema-
gogues and present a destructive, in opposition to construe-
tive, force. 
Throughout the educational ladder there is being intro-
I duced a program called Educacion Familiar, which might best 
be translated as Education for the Home. It is much more 
than home economics, being concerned with the growth of the 
child under the care of his parents until he reaches the 
age of twenty-one. Educaci~n Familiar deals with those home 
conditions which determine the spiritual and material progress 
of the young. It is aimed at the family and especially at 
the mother who is considered to have the greatest influence 
on the young. While the objective of forming in the home 
the best atmosphere for the development and growth of chil-
dren is highly laudatory, the program may well be questioned 
as one which might help resolve same of the problems of the 
people, for the forces determining the manner of growth of 
the young and the socio-economic status of the home are not 
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rooted in that home but in a much wider social context. By 
its very nature, its highly limited scope, Educaci~n 
Familiar will not be able to provide those requisites of a 
social sensitivity and a feeling of community responsibil-
ity, which a truly democratic society must have. 
The objectives of secondary education indicate that the 
school will be dealing only indirectly with the nation's 
problems, and then only with those issues which are of 
lesser magnitude. Questions concerning class and caste rela-
tionships are to be avoided. The explicit source of the 
objectives, and the slight relationship between general ends 
and those of particular courses, appear to indicate an eclec-
tic nature to these objectives. Though non-Peruvian influ-
ences are evident in the development of these goals, the 
latter are not at variance with the conditions under which 
they will be operative. 
It is only to be expected that educational objectives 
will tend to follow the pattern established for the nation as 
a whole by the present government. As has been pointed out, 
there is a middle class orientation in the policies of the 
administration. Basic control still resides, however, with 
the small aristocratic elite that has determined the direc-
tion of the nation since the colonial period. Democratic 
ideals may be found to exist, but the realities of social, 
economic, and political power stand as deterrents to the 
realization of these ideals. So,too, in education existing 
conditions, especially the background of teachers and the 
traditional outlook which has existed for decades, tend to 
moderate potential liberalizing forces. 
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In terms of its present objectives, secondary education 
will be a conserving, rather than a liberating, force. Its 
directives in the form of bulletins and programs reflect in 
their wording the impact of developments in sociology and 
psychology, but it appears that the translation of these 
words into actions necessitates a more critical and thorough 
examination of the state of Peruvian society than has thus 
far been attempted or is currently being contemplated through 
the school. Whether this judgment, based on the material 
herein already considered, is a justifiable conclusion 
regarding Peruvian education can better be answered after an 
examination of the content of the social studies. 
CHAPTER IV 
THE CONTENT OF THE SOCIAL STUDIES 
In the highly centralized educational system of Peru, 
the national Ministry of Education has direct control over 
the selection of content. 
separate subjects, and is 
The program for the first 
This material is organized by 
outlined in detail for the teacher. 
11 year of secondary education under 
f! Reforma divides the information on each subject into 
objectives, instructions for the teacher, and the content 
that is to be covered. The extent to which this latter is 
broken down indicates that absorption of detail continues 
to b' the accepted learning procedure. This is one of the 
criticisms that has been made of the previous system. A 
detailed comparison of courses under both programs will re-
veal, however, that little change has been effected. 
The following are the courses which make up the cate-
Y gory of Historical-Geographical-Social Sciences: 
In the first year -- History of Peru, Universal Geogra-
phy, Geography of Peru; 
In the second year-- History of Peru, Universal 
History; 
1/Ministerio de Educaci6n FUblica, Direcci6n de Educaci6n 
Secundaria, 1957 Programas Experimentales. 
,Y.Ibid., P• 9. 
-ss-
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In the third year -- History of Peru, Universal History, 
Civic Education; 
In the fourth year (required of all students) -- History 
of Peru; 
In the fifth year (required of all students) -- Civic 
Education, Political Economy 
(Economics); 
In the fourth year (required of those specializing in 
the Liberal Arts) -- History of 
Universal Culture, Elements of 
Sociology; 
In the fifth year (required of those specializing in 
the Liberal Arts) -- History of 
Peruvian culture, Review of Geogra-
phy and the Social Sciences. 
This represents no basic change from the previous 
arrangement wherein Peruvian history was studied each of the 
five years, world history the first four, geography the first y 
three, and civics and economics in the last year. The 
extent to which the material within each subject has been 
altered can be determined through an examination of compara-
ble courses. The first year courses in history and geography 
will be considered here. 
Under the plan of studies in existence just prior to ~ 
Reforma, the five-year study of the national history was 
divided in the following manner: first year -- The Pre-His-
panic Era; second year -- Discovery, Conquest, Viceroyalty; 
third year Emancipation of Peru and America; fourth year y 
CUlture. The Republic; fifth year -- History of Peruvian 
!li1ri1ster1o de Educaci&D FJblica, 1951 ~P=l=an:-d~e~E~s~t~u~d~i~o~s, 
pp. 6-8. 
~Ibid., PP• 45-64. 
While the complete secondary school program of La Reforma 
has not as yet appeared in print, existing evidence would 
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appear to indicate a continuation of the previous arrange-
ment. The course for the first year, which has been pub-
lished, provides for the same study of the Pre-Hispanic Era. 
Furthermore, as listed above, the first four years are still 
in effect. The present arrangement plans to have only those 
students specializing in liberal arts take the History of 
Peruvian Culture. 
A difference does appear in the case of geography, the 
requirements of Which are now all met during the first year, 
where formerly they 
previous system the 
First year 
were spread over three. Under the 
basic outline was as follows: 
y 
1. Introduction to different types of 
geography 
2. Astronomical Geography 
a. The universe 
b. The solar system 
c. The world 
3. Physical Geography 
a. The land 
b. The sea 
c. Atmosphere and climate 
d. Rivers and lakes 
4. Biogeography 
a. Phytogeography 
b. Zoogeography 
Second year -- 1. Social Geography 
Yibid., PP• 3l-43. 
a. Population 
b. Race 
c. Customs 
d. Culture 
e. Communications 
2. Political Geography 
a. Government 
b. Demarcation 
Third year -- 1. EQonomic Geography 
a. Extractive industries 
b. Productive industries 
c. Trade and services 
2. Regional Geography 
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Each of the subsections (topics designated a, b 1 etc.) 
is further divided in the teacher' a outline. The length 
varies from one subtopic to sub-subtopics of fourteen items, 
as is the case with agriculture which appears under the 
extractive industries studied during the third year. The 
same basic form has been followed in the program of studies y 
for the first year under La Reforma. 
Geography of Peru 
1. Untitled introductory section (sixteen subsections) 
2. Biological geography o~ 1Peru (three subsections)~ 
3. Human geography of Peru 
(seven subsections) 
4. Political geography of Peru 
(thirteen subsections) 
5. Economic geography of Peru 
(twelve subsections) 
universal Geography 
1. Untitled introductory section 
(no subsections) 
2. Astronomical geograp~~ 
(six subsections)~ 
6 f , , M nisterio de Educaci n PUblica, Direccion de Educacion 
ecundaria, 1957 Programas Experimentales, pp. 58-67. 
g/The first of these subsections reads: "The phytogeography 
of Peru -- Its variation in the three natural regions oft he 
country -- Reference to typical plants." Ibid., p. 59. This 
contrasts with the 1951 program in which phytogeography was 
broken down into four sections averaging four topics each, 
3/In the 1951 program Astronomical geography was divided into 
~ree subsections with a total of thirteen sub-subsections. 
3. Physical geography 11 (ten subsections)~ 
4. Biological geography 
(two subsections) 
5. Human geography 
(ten subsections) 
6. Political geography 
(two subsections) 
7. Economic geography 
(seven subsections) 
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The conclusion drawn from an examination of the present 
course outline and its comparison with the previous one is 
that the basic structure has remained. Those alterations that 
have taken place consist largely of the omission of some 
topics. Others have been included in new categories wider in 
scope than the comparable subsections of the earlier program. 
on the basis of the limited changes appearing in the first 
year courses in the social studies area, it appears safe to 
predict that the content of the courses in the remaining 
four years will closely resemble those of the previous pro-
gram. These will now be considered. 
Reference has been made to the subject History of Peru. 
Since the division into five years remains, the present 
course outline is likely to continue, with variation limited 
mainly to topical details. The following is the first year 
course already in effect.g/ 
Pre-Hispanic Era 
Pre-history in America 
1/Formerly there were four subsections with a total of 43 
sub-subsections. 
¥a 
' , , , Ministerio de Eduaacion PUblica, Direccion de Educacion 
cundaria, 1957 Programas ExPerimentales, PP• 53-55. 
1. -- View of the pre-historic American -- The origin 
of the American man -- The idea of the aborig-
inal: Florentino Ameghine and the Man of the 
Pampa -- The idea of immigration: Alex Hrdlicka 
and the "Asiatic immigration" -- Paul Rivet and 
the "Polynesian immigration". 
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Pre-Columbian groups and their diverse cultural 
state -- Primitives: Eskimos, Mapuches, Fuegians, 
and Tupis (hunters, fishermen, and gatherers of 
wild-growing food) -- Intermediate cultures: Red-
skins, Caribs, and Arawaks (primitive farmers) 
-- Superior cultures: Inca, Maya, Aztec. 
Epochs which comprise the history of Peru: Pre-
Incaic, Incaic, discovery, conquest, viceroyalty, 
emancipation, and republic. 
2. -- Great Pre-Incaic cultures -- Theories on the 
origin of Peruvian culture: Max Uhle and the 
Central American cultural importations -- Julio 
c. Tello and the oriental Andean theory. 
Principal Andean cultures -- Chavin: area of ex-
pansion -- Their architecture and monoliths --
Tiahuanaco: their geographic location -- Their 
architecture and pottery work. 
Principal cultures of the coastal region --
Michica-Chimu: Geographic area -- Characteristics 
of their architecture and ceramic art -- Chan-Chan 
and Paramonga -- Nazca: Zone of influence -- Dis-
tinguishing features of their pottery work --
Paracas: Their location -- The burial ground and 
the funeral burdens -- The textile art. 
Incaic Epoch 
3. -- The Inca Empire -- Legend on the origin of the 
Incas: of the Ayar brothers and that of Lake 
Titicaca -- Interpretation of these legends. 
4. -- Extension and control of the Inca Empire -- Loca-
tion, size, and population of the Tahuantinsuyo 
The capital of the empire and the four Suyos --
Other important cities: Cajamarca, Huanuco, and 
Jauja. 
5. -- Periods through Which the empire passed -- The 
Capac CUna and the two dynasties -- Periods of 
formation, expansion, and height -- Pachucatec 
His conquests -- Organization of the Tahuantinsuyo 
-- Their reform work -- Huayna Capac -- His con-
quests -- Construction -- Decadence: Huascar and 
Atahualpa -- The civil war. 
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6. -- Social and economical organization -- Social 
classes -- The Inca -- The nobility of blood and 
the nobility of privilege-- The people: th~ 1 
mitimaes and the hatunruna -- The yanacunas1!--
The base of the social organization -- Marriage 
and home life. 
The work: the ~. the mita, the minc~-­
Agriculture ---n!Vision or-the land: for the_~un, 
for the Inca, and for the people -- The topo~-­
Farming work on the coast and in the mountains --
Irrigation, fertilizers, and tools -- Crops: for 
food, industry, and medicine -- Cattle raising --
Hunting and fishing -- Commerce, barter -- Methods 
of communication: roads -- foot messengers --
Grain production and dairy production -- Indus-
tries -- Metallurgy and textiles. 
7. -- Political and administrative organization -- The 
Inca, the supreme authority -- The imperi~~ 
council -- The tucuyricus and the curacas!l --
The administration at the base of the organiza-
tion -- Statistics and the Kipus§/ -- The Kihuca-
moyocs -- Imperial_~ity through the Inca, t e 
sun, the Quechuan,§/ the administration, and the 
highways. 
8. -- Military organization and methods of conquest --
Organization and power of the army -- The military 
service -- Offensive weapons: the sling, the 
boleador,1/ the sabre, the spear, the battle axe --
1/The terms are names applied to various social elements. The 
yanacunas, for example, were Indians bound to personal service. 
g/These terms apply to types of labor. The ~. for example, 
consisted of enforced service of Indians. 
~This term refers to a unit of land measurement. 
4/These terms apply to positions of authority. The curacas, 
for example, exercised the authority of masters or governors. 
§/The Kipu is a way of accounting practiced by the Incas. 
EjThe Quechuan people made up a major element in the Inca 
Empire. 
1/A weapon still common today, this is a lariat with 
weighted balls at the end which twist the rope around a per-
son's or animal's legs. 
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Defensive weapons: the shield and the helmet. 
Ways in which conquests were carried out -- Peace-
ful and violent -- Treatment of conquered people: 
incorporation into the empire, with respect shown 
to conquered people. 
9. -- Religion -- Principal gods: Apu -- Tiki Wiracocha, 
Inti, Killa, Illapa, Pachacamac, Mama-Cocha, and 
Mama Pacha -- Worship of burying grounds -- Wor-
ship of the dead -- The Willac Umu and the priests 
--Festivities: Capac Raimi and Inti Raimi. 
10. -- Education -- Training of the nobility in the 
Yachahuasi -- Popular educaUion in the ayflu --
Sciences, their practical character -- As ronomy 
and the calendar -- The intihuatanas -- The Inca 
moral -- Moral maxims with the character of law --
Languages -- Quechua -- Other important languages: 
Aymara, Puquina, and Mochica. 
Poetry. 
11. -- The arts -- Architecture: solidity and simplicity 
of construction -- Characteristics -- Types of 
architecture: The palace of the Inca, the temples, 
forts, and public buildings -- Principal archaeo-
logical ruins: Coricancha, Sacsahuaman, Pisac, 
Ollantaytambo, Machupicchu, Pachacamac. 
Ceramics: the aribalo -- Music -- Wind instruments: 
quena and antara -- The dance -- Its collective 
character -- Types: War, totemic, religious, fun-
eral, and festive. 
Pre-Columbian Cultures in America 
12. -- The Chibchas -- Their geographic location --
Principal cultural manifestations -- Their inter-
mediary function. 
13. -- The Mayas -- Geographic location -- Historical 
summary -- The Mayan religion and its importance 
-- Astronomy and the calendar -- Architecture: 
buildings, temples, and palaces -- Carved work and 
its significance -- Hieroglyphic writing. 
14. -- The Nahuas -- Geographic location -- Historical 
summary -- The Toltecs, Chichimecs, and Axtecs --
Political organization. 
15. -- The Astecs -- Their cultural development -- Their 
religion and principal gods -- Social organiza-
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tion: the meeting -- Their monumental architec-
ture -- Agriculture and the moat important 
crops. 
16. -- Relation of the Inca culture to the cultures of 
the Chibcha, Maya, and Axtec -- Similarity be-
tween these cultures and that of the Inca. 
The only difference of note between this program and ita 
predecessor is the inclusion at the outset of the year of 
various theories concerning the origin and early life of man 
in this hemisphere. The length of the outline shows change 
in places, but the three major sections are maintained, the 
first being enlarged in the manner just stated. Details 
under the subsections have been altered in wording, but to 
no degree sufficient to justify calling this a changed 
course. When it is considered that this constitutes a full 
school year of study, the emphasis on detail becomes readily 
evident. 
If this pattern is continued, the remaining years of 
study of the national history should closely resemble the 
latest completed program. The major sections of this pro-
gram are thus here presented, indicating the material that y 
is covered. 
Second Year - Discovery, Conquest, and Viceroyalty 
1. The Discovery and Conquest of America and Peru 
1. The medieval world and the discovery of America 
2. The Spaniard and the Indian at the time of the 
Conquest 
3. Discovery of America 
!fMiniaterio de Educacibn ~blica, 1951 ~ ~ Estudios, 
PP• 48-64. 
4. The conquest or the North 
5. The discovery or Peru 
6. The conquest or Peru 
7. The growth or cities and religious orders 
a. The civil wars 
9. Causes and errects or the Conquest 
II. The Viceregal Epoch 
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10. Period or civil and ecclesiastical regulation 
{1556-1598) 
11. The religious century {1598-1700) 
12. The period of illegal commerce (1700-1761) 
13. The period or the enlightenment (1761-1806) 
III. Society under the Viceroyalty 
14. The government 
15. The Church 
16. The social classes 
17. The economic system 
18. The arts 
19. Pomp and opulence or the Peruvian viceroyalty 
20. Cultural prestige or the Peruvian viceroyalty 
Third Year -- The Emancipation of Peru and America 
Revolutionary Propaganda 
1. Reaction against the colonial mentality 
2. External ractors and events or the independence 
period 
3. The epoch or the rorerunners LOr the revolutiotil 
(1780-1806) 
4. Colonial loyalty (1806-1810) 
5. Constitutionalism (1812-1814) 
6. Abascal•s right against the American revolution 
7. Abascal and the Peruvian revolution 
8. The absolutist reaction in America (1814•1820) 
9. Absolutist reaction in Peru 
The War or Independence in Peru 
10. Characteristics or the Peruvian revolution 
11. The course of liberation in the South -- (1820-1822) 
12. The protectorate or San Mart!n 
13. The first Peruvian congress -- (1822-1823) 
14. The rirst Peruvian government 
15. The course or liberation in the North -- (1823-1826) 
16. Dictatorship of Bolivar 
17. Retirement or Bol!var rrom Peru 
18. The Peruvian movement ror the independence or Peru 
and America 
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19. The lasting symbols and expressions of independence 
20. Biographies of the forerunners of independence, and 
of civil and military heroes of independence. 
Fourth Year -- The Republic 
National Determination 
a) Political relations with Colombia 
(one subsection) 
b) Political relations with Bolivia 
(four subsections) 
The Heigi:Lt £or the natio!!l (four subsections) 
The Economic and International Crisis 
(five subsections) 
Reconstruction 
(five subsections) 
Fifth Year -- History of Peruvian Culture (consists of 
19 subsections summarized as follows;) 
1. Cultural currents in Pre-Columbian North and 
South America 
2. Basic unity of the Andean zone 
3. Cultural manifestations of Pre-Columbian Peru 
4. Brief comparison of Inca culture with those of 
the 110ld East" 
5. Consequences of the discovery of the New World 
6. Early colonial cultural growth 
7. Economic and cultural significance of the vice-
royalty 
8. Influence of Garcilaso de la Vega and the journal 
"Mercurio Peruano" on Peruvian culture 
9. Significance of the emancipation 
10. Ethnic and cultural elements influencing the 
formation of an independent Peru 
11. The adoption of the republican system of govern-
ment 
12. Role of Peru in the defense of the independence 
and liberty of America since 1825 
13. The transformation of Peruvian society under the 
Republic 
14. Tntellectual life under the Republic 
15. The effect of its geography on Peru's development 
16. The Amazon in Peruvian history 
17. The sea in Peruvian history 
18. Peru as seen from the demographic, economic, 
social, and cultural points of view 
19. The major chronological trends in the growth of 
Peru. 
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Although use is made of a detailed outline in these 
courses, the form of outline differs in every case. While 
this inconsistency is of no major importance in terms of the 
actual teaching, it does indicate the absence of determined 
effort to follow a particular form of presentation. The new 
first year program of studies put into effect in 1957 re-
veals a more uniform pattern not only in the social studies 
the results area, but throughout the entire program. Whether y 
of the work of the various sub-commissions will continue to 
show similarities to one another as the program of studies 
for the remaining four years is developed cannot as yet be 
determined. This will largely be dependent upon the extent 
to which a conscious attempt is made to correlate the work 
of the various subcommittees. There is little precedent for 
such correlation, courses having traditionally been developed 
and taught without consideration for horizontal integration. 
Several official statements of the present Ministry of Educa-
tion have been concerned with integration, but judging from 
the program already in effect for the first year of secondary 
schooling, the traditional pattern of unrelated subjects has 
not as yet been challenged. 
Two of the stated principles guiding curriculum develop-
!/The seven sub-commissions responsible f~r drawing u? the 
content outlines were created by Resolucion Sulrema Numero 
253, of 11 August 1956. They are the Sub-comm ssions of fl) 
Social Sciences, (2) Language, (3) Philosophy and Psychology, (4) Mathematics, (5) Biological Sciences, (6) Physical-Chemi-
cal Sciepces, and (7) Religious Education. Ministerio de 
Educaci6n P6blica, Bolet!n Number 1, p. 33. 
67 
ment are (1) double integration: horizontal and vertical, y 
and (2) the fusion of courses. With regard to the first, 
secondary level courses have been divided into four groups: 
(1) Linguistic Instruction, (2) Historico-Social and Philo-
sophical Studies, (3) Scientific Studies, and (4) Religious y 
Education, Artistic Education, and other activities. Other 
than the official statement of such a four-way division, the 
only evidence of horizontal 
under the new program is a 
integration in social studies y 
single statement of objectives 
and one of instructions to the teacher for both first year 
geography courses. 
In order to reach a marked reduction /Of courses7 
the principle of the fusion of courses has~een applied. 
This has been applied in two groups of studies, one 
being the Natural Sciences which occur in the first 
cycle, and which consist of the old courses of Botany, 
Zoology, Anatomy, Physics, and Chemistry, now fused 
into one correlated course which covers two years, and 
which has for its objective to present elements of all 
these sciences. 
Likewise in the first cycle have been fused the 
studies in Geography, with the aim always to teach more 
intensively in each year a smaller number of subjects. 
Finally, in the second cycle the fusion which pre-
viously existed in the philosophical and psychological 
studies has been effected in the course Elements of 
Psychology, Logie, and Morality.i/ 
I/Mlrilsterlo de Educaci6n Ffiblica, Bolet!n Number 2, pp. 54-56. 
Yibid., P• 54. 
ysee Chapter Three, p. 49. 
!/This course as listed in the official program of studies is 
entitled Psychology, Logie, and Ethics, rather than the 
designation given in this document. 
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All these principles translated into curricular 
instruments will bring to the student fewer subjects 
to be studied, avoiding the load of school obligations 
and the traditional vices which led to an overly accel-
erated and superficial education emphasizing the use of 
memory, for there never was time to reflect, to use 
acquired knowledge, to have a thoughtful education, to 
use methods of active learning, that enable the adoles-
cent to participate in the process of his own growth. 
A modern structure has been created with a rele-
vant content, fitted to the circumstances, necessities, 
and interests of the Peruvian youth of this time in our 
history. In spite of the fundamental importance held 
by this point of view we cannot expect a radical cure 
through the mere creation of new plans and programs for 
all the maladies which have exhausted our secondary edu-
cation. In order for teaching to be effective there 
are, moreover, other necessary elements: the teacher, 
methods, and the circumstances of the students. 
There is nothing more important in educational re-
form than the improvement of the teaching; this is solely 
in the hands of the teacher. Reform will be inoperative 
if the nation's teachers do not receive an adequate and 
permanent orientation for putting into practice a new 
system, distinct in its essential elements from what has 
been familiar. They have the necessary capacity, en-
thusiasm~1and professional preparation to make reform a 
success.~ 
When examined in relation to the five year course of y 
study of La Reforma this statement appears to indicate that 
Peruvian educators are aware of many of the weaknesses exist-
ing in their secondary school system, but have not yet found 
the means for combating these shortcomings. As pointed out y 
in the previous chapter the number of courses, an average 
1/Those not here discussed are (a) functional learning, (b) 
adaptation for life, and (c) reduction in the number of courses. 
g/Ministerio de Educaci&n FJblica, Bolet!n Number 2, pp. 55-56. 
ysee Appendix A. 
!/See Table 1. 
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of thirteen per year, has not changed with the present 
reform. Secondly, what has been referred to as fusion in 
geography has left two separate courses in existence. Fusion 
in the form of a school program without separately designated 
subject matter courses is a concept foreign to the pronounce-
ments of the Ministry of Education. It appears, rather, 
that individual courses of the traditionally limited scope 
will continue to be standard procedure. In support of this 
contention is the example of Universal History. 
Universal History formerly consisted of separate courses 
in each of the first four years, following a chronological 
organization. 
First Year 
I. The Orient and Greece 
A. Preliminary ideas /aealing with the concepts 
of history and pre~istory7 (one subsection) 
B. Primitive man (one subsection) 
c. Eastern and Pre-Greek cultures (four sub-
sections) 
II. Greece (seven subsections) 
Second Year 
I. Rome (ten subsections) 
II. The Middle Ages (twelve subsections) 
Third Year 
I. Modern Times (fourteen subsections) 
Fourth Year 
I. The Contemporary Age 
A. The French Revolution (five subsections) 
B. The Remnants of Absolutism (five subsec-
tions) 
C. The Advance of Liberal and Constitutional 
Ideas (two subsections) 
D. The Capitalist World (three subsections) 
E. The World Wars (four subsections) 
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II. The History of America (fifteen subsections)!/ 
This program has been harshly criticized by the Reform y 
Commission: 
Up to 280 proper names with the descriptions of 
the persons and their deeds are found in the detailed 
program for the History of Greece. None of this will 
be remembered by the students, nor will it even bene-
fit them. In Modern History the six wars between 
Charles I and Francis I are studied in the most minute 
detail; the lack of importance of this subject in the 
general cultural order is obvious. What is unexplain-
able is that.none of these points is found in the offi-
cial programs •••• They are, however, in the detailed 
programs of the National Colleges, in the textbooks, 
and in the examinations taken for entrance into the 
University. 
The curricular plan of f! Reforma reduces the four years 
of world history study to two. Since instruction will be dur-
ing the second and third years, no official outline was avail-
able at the time the research for this study was undertaken. 
It is expected, however, that the result will be a reduction 
in the detail of the official outline to facilitate incorpora-
tion of what were four courses into two. Much more will be 
necessary in order to do away with the explicitly undesirable 
character of present instruction. The Ministry of Education 
has carefully pointed out that regardless of the policies at 
the secondary school level, the universities continue to 
!fM1riister1o de Educaci~n pJblica, 1951 Plan de Estudios, 
pp. 71-77. The subsections under History of America discuss 
the independence, civil war, and territorial expansion of 
the United States, the countries of South America, and Mexico, 
Panama, and Cuba. 
2/Ministerio de Educaci&n FJblica, Boletfn Number 2, pp. 
~8-69. The Xational Colleges are the secondary schools of 
the nation, and are not to be confused with instruction at the 
university level. 
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increase admission requirements. Thus, in one respect, 
secondary education will continue to be deficient--in meeting 
college standards. Thus it will be necessary not only to 
change the structure and content--the orientation--of secon-
dary education, but also the "evaluative criteria" of the 
universities. This latter, it is maintained, has been 
responsible for the overloaded, encyclopedic, y rhetorical, 
and rigid secondary education program. 
The same educational orientation which has long domin-
ated instruction in the area of the social studies remains, 
and with it exist defects, many of which are recognized by 
the people now responsible for their perpetuation. What is 
actually taking place in the present movement may be indica-
tive of the recognition by Peruvians that reform can only 
proceed as fast as teachers are ~alified to put its measures y 
into effect. Ministerial statements support this thesis, 
I 
and it is the basis for the ~ ~ Capacitacion z Perfec-
cionamiento ~ Magisterio Nacional (Plan for the Training 
and Improvement of the Nation's Teachers). "The educator, 
because of the responsibility inherent in his social mission, 
and for a clear understanding of his obligations, must con-
tinually enrich his professional knowledge and his culture 
as a vital element in the renovation and improvement of y 
Peruvian life." 
1Jibid., P• 68. 
ysee p. 68. 
-..J I I 1 ~Ministerio de Educacion PUblica, Bolet n Number 1, P• 58. 
CHAPTER V 
METHODS AND MATERIALS IN mE SOCIAL STUDIES 
1. Teaching Procedures 
The teaching methods employed in the social studies 
largely reflect the same educational orientation responsi-
ble for the traditional organization and administration of 
Peruvian schools. Teacher lecturing dominates classroom 
procedure, a practice highly conducive to the absorption of 
detail and learning by memory. 
The usual teacher is not bothered with the 
orientation which he ought to give to his teaching; 
he takes the easy road of oral exposition ~r of dic-
tation, utilizing as the source of his material the 
same text employed by the students. This reduces 
the work of the latter to listening or taking notes 
on what is explained. If the teacher uses dictation, 
it is necessary for the students to take down what is 
said. This represents the ideal of the memory school, 
and of teachers without a sense or responsibility or 
of professional ethics. No preparation is required; 
the students literally copy the prepared text without 
missing a single word, and involved as they are in 
this work, they have no time to spend on anything else. 
The teacher dictates, seeing only the bent heads of the 
students, and hearing only the scratching of their 
pens. There is neither a ~estion, a comment, nor a 
smile. The bell rings. The students hasten to collect 
from their desks their notebooks and writing imple-
ments. The teacher leaves very peacefully. No prob-
lem is presented to him, nor will there ever be one. 
He has found the ~'thod ••• of the greatest ease and 
the least effort.lt 
This indictment was supported by classroom teachers, 
1/Eiii!Ho Barrantes, La Ensenanza Secundaria en el PerU y la 
~ducaci6n Nueva, Empresa Grlrica Scheuch 1 Lima, 1946, p. 55. 
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some of whom admitted to the practice but justified it on the 
basis of the material they were required to cover during the 
school year. One of the reasons advanced for the continued 
absence of current events from the curriculum was the great 
number of existing courses. While the practice of dictating 
to students is strongly frowned upon, it is still employed, y 
though with diminishing frequency. 
The material is most commonly divided into proposiciones 
or balotas (equivalent to chapters) and is usually intro-
duced by means of a cuadro sin6ptico (outline). Teacher 
organization of the material is largely on the basis of 
daily lesson plans. Such lessons can take various forms, 
but almost all are teacher dominated. One method consists of 
questioning students on material previously presented, or 
found in the official text. The object of this is to deter-
mine the extent to which pupils can reproduce, though not 
necessarily from memory, the content that has been covered. 
Active student participation is absent where the lecture 
method is used. It is not expected that students will con-
tribute ideas or express points of view. Rarely are the 
teacher's ideas discussed or questions asked. The goal is 
assimilation of material in preparation for examinations. 
The lecture is most common in the introduction of material. 
l/The principaf of one school stated that she allowed no dic-
~ation, and that such extreme measures were taken only be-
cause of the determined attempt to reduce the practice. 
Through sample visitations this researcher found no examples 
of dictation, though lecturing was common. 
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It is maintained that at no time do students get their intro-
duction to something new through. their homework. The teacher 
introduces the material, usually accompanying it with an out-
line on the blackboard. This content will also be found in 
the textbooks, which students are obligated to purchase. The 
books are selected by the Ministry of Education. 
Various audio-visual aids do exist, e.g. maps, slides, 
and film strips, but there was little evidence of their use. 
Some public schools appeared to be better provided with such 
aids than were private schools. Student projects are a common 
procedure, with the filling in of outline maps being one 
observed technique. Library facilities varied with different 
schools, but public libraries are available, especially in 
the cities, and were found to be quite occupied with students 
in the late afternoon hours. 
Students spend approximately seven hours per .day in y 
school, and usually have three or more hours of homework. 
Some teachers did concede that students may be overburdened 
with home study. Homework takes two forms: material done for 
the next day or lesson, and material that is of a permanent 
nature. The carpeta ~ trabajo is that phase of homework 
that students save in special folders, which they must take 
good care of, and which they quite often decorate and embel-
lish. Special work is put into these folders, and before the 
!/Peruvian schools are in session from April to December, the 
period from the middle of November into December being used 
for final examinations. School is in session full time 
Monday through Friday, and on Saturday until noon. 
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year is over they usually become quite thick. The carpeta ~ 
trabajo is graded monthly and annually. It is considered a y 
means of objectifying an evaluation of the student's work. 
In the official program of studies are contained in-
structions for the teacher, but the nature and form of these 
are such that they can be expected to exert little influence 
on teaching methods. 
Peruvian history read 
The instructions 
as follows: 
y for the course in 
The teaching must take into consideration: 
a) That instruction must be adapted to the bio-
psychic growth of the student; 
b) The History of Peru has been divided into the 
following large periods: Pre-Hispanic, Colony, 
Viceroyalty, and Republic; 
c) That the teaching process follows the interests 
of the student; 
d) That the methods for teaching the History of 
Peru regroup the conditions of the different 
periods of the life of our homeland; 
e) That within this history what has educational 
value must be distinguished from what does not; 
f) That the methods of teaching history should 
inspire a philosophical sense, and at the same 
time take into account cause and effect rela-
tionships; 
g) That to complete the teaching of history there 
must be reading of works of great historic 
value, in a casual manner; 
!fane teacher cited the following example: If students are 
studying a certain painter, they have a reason to collect pic-
tures of his works, and a place to put them--the carpeta. This 
material will aid the teacher evaluating the student's work. 
2/Ministerio de Educacion ~blica, Direcci6n de Educaci6n 
Secundaria, 1957 Programas Experimentales, pp. 51-52. 
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h) That in order to give an intuitive character to 
the teaching of certain historical events, there 
should be visits to museums and important places, just as too there should be excursions. 
It can readily be seen that these statements vary in 
their nature. Some, such as the first and third, are basic 
principles. Others, such as the last two, suggest procedures 
to be followed during class time. The second statement 
merely delineates the content of Peruvian history. This lack 
of distinction between principles, procedures, and other 
phases of the instruction is also evident in the introduction y 
to geography: 
a) The course in Geography will serve to start the 
student understanding the causes and relationship of 
geographic phenomena. 
b) Geographic understanding must have cultural and 
essentially formative value, omitting what is possible 
from the teaching of descriptive geography. 
c) Its study must be related to historical event; 
and its teaching will be aided by Drawing and Technical 
Training. 
d) Preference will be given to the study of the 
Geography of Peru as a factor in the development of the 
Peruvian conscience. 
e) Teaching will follow the process of analysis and 
synthesis, or viceversa according to the situation. 
f) The two forms of student work will be preferably 
observation and description. 
g) The reading of selected and descriptive fragments 
of narratives of travels, and of poetic and historical 
descriptions will be done as a means of motivation or 
presenting information. 
y!bid.' pp. 56-57. 
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h) The teaching must be active, giving consideration 
to all the ways of learning. 
i) Excursions will complement the teaching of Geog-
raphy; and any objects procured will serve to increase 
the geography museum of the school. 
j) Considering that Astronomical Geography is not 
within the understanding of most of the students of the 
first year ••• this branch of Geography has been 
reduced to the most important points and those which 
are within the reach of the power to abstract of a 
student with an average chronological age of ten years. 
k) So that the geography teacher, expecially in the 
first year ••• may have classea of memory, of review, 
or of illustration concerning the teaching in previous 
years, it is suitable that a total of four weekly class 
hours exist, so as to give the opportunity, likewise, 
for the appropriate activities of the course. 
1) Physical, Biological, and Human Geography will 
give an idea of the variety of landscapes, living beings, 
and terrestrial areas with the goal of stimulating the 
understanding of differences, and the mutual understand-
ing between men as a truly necessary condition of life. 
11) Political and Economic Geography will teach the 
internal organization of states, to the end of better 
government, the relationship between the different nat-
ural and political groups, just as their fight against 
nature for the improvement of the life of the species, 
making evident the need for coordinated force, so the 
need for interdependence among the towns of the world. 
The major concern here appears to be with understandings 
and attitudes. This is consistent with the objectives for y 
geography which stress understanding the relationship 
between man and his environment, and between men in their 
various political organizations. 
Because the emphasis is on the content of the various 
subjects, there is little attention to individual differences 
1/See p. 49. 
of students. A program in Orientation and Guidance of the 
Student has been set up " •••• to contribute to the develop-
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ment of personality, which is effected through school activi-
Y 
ties and materials of study." Teacher-counsellors will 
work with students mainly through personal interviews. These 
counsellors will consider problems in the areas of physical 
health and growth; family relationships; use of leisure time; 
personality; school work; the social, civic, and moral life y 
of the student; and his vocational plans. Directly 
related to this program is one in "co-curricular" activities. 
This latter program is also concerned with growth that is 
other than strictly intellectual. Each school is responsi-
ble for drawing up its own activities in accordance with the 
directives of the Direcci6n ~ Educaci6n Secundaria, and on 
the basis of the existing facilities of that school. It has 
the assistance of the Departmento de Educaci6n F!sica I 
Recreaci~n Escolar, which explicitly is not concerned solely 
with physical education, but gives equal attention to how 
students are spending the leisure time they may have. 
The Departmento ~ Educaci6n F!sica I Recreaci6n Escolar 
seeks to instruct youngsters in activities that will be 
profitable to them. Its program operates essentially through 
contests held among school students. Painting, oratory, and 
1}ilriisterio de Educaci6n pUblica, Direcci6n de Educaci6n 
'S'ecundaria, 1957 Programas Experimentales, p. 11. 
g/Ministerio de Educacion Publica, Bolet!n Number 2, p. 64. 
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singing are three areas in which such contests take place. 
There is also trabajo manual (needlework) for women, and 
carpinterfa (woodworking) and aeromodelismo (construction of 
model airplanes) for male students. When the contests are 
still on the intra-school level they take place during the 
regular school day. After individual school champions have 
be.en selected, and the competition turns to representatives 
of different schools, the activities are held on Saturdays. 
The net effect of the programs centered on the individ-
ual rather than on the traditional courses is twofold. In 
the first place, it widens the area with which the school is 
concerned. The emphasis on the various subjects remains, but 
no longer monopolizes the school's efforts. This leads into 
the second effect, which is the increase of the already heavy 
program. The number of school hours spent by the student in 
his courses came in for criticism from the present reform 
movement. By maintaining the existing framework, and then 
adding extra programs, La Reforma not only has failed to 
resolve the problem of overloading, but has made it more 
acute. 
In summary, the emphasis on assimilation of content 
remains, and results in teacher delivered lectures being 
the most common method of instruction. Statements of edu-
cators and documents of the Ministry of Education reveal, 
however, that increased consideration is being given to 
alternative, and especially supplementary, programs. 
80 
2. Evaluative Procedures 
Evaluation in Peruvian education is based on measurement 
of student "mastery" of course content. Measurement consists 
mainly of written and oral examinations, though at the end of 
the year the notebooks and other papers of each student are 
included in the final grade. Administrative procedures dif-
fer in the public and private schools, but because of the 
control exercised by the Ministry of Education, the basic 
principles and marking system are identical in both cases. 
Public schools administer their own examinations. The 
program and method are determined by the jefes ~ cursos 
(department heads) and the principals, the individual teacher 
having little influence in policy making. The public school 
thus has a degree of autonomy, but the individual teacher 
within the school has very little. Examinations are given 
bi-monthly in May, July, and September. The finals are 
given from the middle of November to December. Examinations 
are largely made up by the teachers. Ideally one teacher 
makes up an examination for a class of another teacher at 
the same grade level. This condition is not always realized, 
however, and often teachers make up tests for a different 
grade level. The arrangement that eventually results within 
, 
the individual school is segun l! necesidad. 
Prior to 1948 the most common form of examination was 
the essay question requiring a written answer. Written ob-
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jective type tests were then employed. As it became evident 
that individual students were not developing the ability to 
express themselves clearly and in grammatically correct 
form, the objective type was replaced with the cuestionario, 
an essay usually written. This took place in 1957. In 
addition to the written essay there are also pasos orales, 
sessions of oral questioning in class. 
The private schools usually give examinations monthly, 
though the common result is four test periods in all, in 
contrast to the three of public school. The examinations 
during the school year are teacher made, representilJ 
largely whatever the teacher wishes to incorporate. Pri-
vate school personnel maintain that this results in a 
greater variation than is found in the public school. It is 
by means of final examinations that the Ministry of Educa-
tion checks and controls the private schools. Whereas pub-
lic schools administer their own finals, in private schools 
they are administered by examiners sent by the Ministry. 
There is a standard system of marking for final examin-
ations. Evaluation is based on a scale of 1 to 20, with 10 
being a failure. The examiners write out the final evalua-
tions, and in doing so use all permanent papers of each 
student. The examination record of the Ministry consists 
1/Most private schools do not have department heads, as do 
the public schools. The feeling was expressed to this 
researcher that the result is more democratic since more 
decisions are made by the consensus of the teachers who 
will be involved. 
of a form made out in triplicate, with the following cate-
gories: 
written Oral 
Students' Names Year Average Final Final Average 
(examen (if 
interno) given, 
exam en 
externo) 
. . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . ........ . ...... 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . ....... . . . . . . . . ....... 
The classroom teacher enters the grade under "Year 
Average, 11 which is the average of everything the students 
have done during the school year. The examiner fills in 
the remaining columns after he administers the finals. If 
the final examination is only written, the carpeta de 
11 
trabajo serves as the other type of final, and the grade 
is so listed. 
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All the final examinations are administered in public 
schools. Questions are usually broad in scope. Since courses 
and material within them are specified, all students gener-
ally are taught the same things, hence it is considered rela-
tively easy to give tests of this type. Where a wide dis-
crepancy exists between a student's achievement through the 
school year and his performance on the final, the tendency is 
to treat each case on its own merits. Where a student 
scores lower on his final, in comparison with his year's 
ysee pp. 74-75. 
work, he is usually given another examination, most likely 
to be oral if the first one was written. 
A student cannot fail--score 10 or lower--more than 
three courses if he wishes to be promoted. Should he fail 
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as many as three, he takes new examinations in March (after 
the summer session) and must pass at least two. The follow-
ing October he is examined in the course which he has still 
failed. Where a series of subjects exist, the student cannot 
take the final in an advanced course until he has passed the 
one in the previous course. Eventually, a student has to 
pass every course. 
As earlier pointed out, the Ministry of Education con-
trols the non-public schools through the final examinations. 
If private schools wish to qualify their students for en-
trance into the universities, instruction must be aimed at 
passing the examinations. There is, therefore, very little y 
discrepancy between public and private school instruction. 
The final examinations place them all on the same basis of 
operation. 
3. Social Studies Teachers 
In this study of secondary school social studies in the 
Peruvian national educational system, several references have 
already been made, in appropriate context, to the teachers of 
!/The religious policy of the nation poses an interesting 
example. Roman Catholicism being the state religion, its 
doctrines have to be taught in both public and private 
schools. Some private schools which instru~non-nationals 
are, however, given some freedom of action in this matter. 
84 
the country. The University of San Marcos sets the pattern 
of instruction in teacher training for the country. This is 
due not only to the prestige and physical facilities of the 
university, but also due to the fact that the training of 
teachers is authorized by the state. The program of study 
consists of two years in the liberal arts, followed by 
three in basic and professional courses. The first two years 
are given under the Faculty of Letras (Liberal Arts), and y 
consist of the following courses: 
First Year 
General Spanish 
History of Peru 
Universal History 
General Psychology 
Logic and Theory 
of Knowledge 
A modern language 
Human Geography 
of Peru 
Second Year 
History of Peru 
Sociology 
Metaphysics and Ethics 
Introduction to the study 
of Art 
Biology 
A modern language 
Introduction to Experi-
mental Psychology and 
Laboratory Practices 
In the three years of study under the Faculty of Educa-
tion there are twelve basic required courses. In addition, 
there are specialized methods courses in Philosophy and the 
Social Sciences, Geography, and History. The following are y 
the basic courses: 
1. General Education 
2. General Methods of Teaching 
3. Child and Adolescent Psychology 
4. History of Education 
5. School Hygiene 
6. School Legislation of Peru, and Comparative Legis-
lation 
lJUn!versidad Nacional Mayor de ~an Marcos, Educacibn: 
Organo de la Facultad de Educacion, Lima, 1956, p. 24. 
y~ .• p. 26. 
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7. Philosophy of Education 
8. Mental and Educational Measurement 
9. Applied Educational and Psychological Statistics 
10. School Administration and Organization 
11. Artistic Education 
12. Psychology of Education 
By requiring prospective teachers to take course work 
in the areas commonly taught in the secondary school, this 
program provides a similar background for these teachers, 
even though their specialties may differ. The basic re-
quired courses under the Faculty of Education can have the 
advantage of giving teachers more in common with one another, 
and thus increase the ability of these persons to work to-
gether in their school programs, even though their special-
ties may have the opposite tendency, namely, that of depart-
mentalizing instruction to the extreme where there is no 
communication between teachers of different subjects. 
The required courses in Logic and Theory of Knowledge 
and in Metaphysics and Ethics appear to indicate, as was 
pointed out in the discussion of objectives, that the ethi-
cal commitment of the educational system in all likelihood 
has a metaphysical base, doubtless influenced by the reli-
gious orientation of the state. At the same time, the 
number and nature of the professional education courses is 
indicative of a concern for skills and knowledges considered 
as essential for teachers. The specialized methods courses 
and the three courses involving psychology reflect the North 
American pattern and philosophy. 
Noteworthy by its absence is any consideration of the 
school in terms of its social and cultural foundations. 
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Instead, the traditional organization is found: History of 
Education and Philosophy of Education. It may be deduced 
from this, that as yet there has been little accomplished in 
the direction of placing the school in a social setting. 
After the five years of study the student writes a 
thesis, which if approved, qualifies him as a teacher of 
secondary education. This same program is followed in the 
Catholic University in Lima, the only difference, it is main-
tained, being one of 11atti tude. 11 In view of the legal posi-
tion of Catholicism in Peru, however, it seems doubtful that 
this difference would be very great. . There are also in exis-
tence National Institutes of Education which train secondary 
school teachers. 
The program of training is much more extensive at the 
secondary than at the elementary level. Because an insuffi-
cient number of people meet all the qualifications, a condi-. 
tion that exists also at the primary level, persons with 
lesser experience are often given positions. According to 
statistics published in 1950 only 20% of secondary school 
teachers possessed a teaching diploma. 
degrees in other areas such as law and 
Another 1J% held 
medicine. Many 
teachers, especially of this latter group, hold positions 
1}Carlos Cueto, "Peru," in Robert King Hall and others, The 
Year Book of Education, 1953; Status and Position of TeaChers, 
World Book Company, New York, 1953, p. 575. 
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other than teaching at the same time that they are giving 
courses. Estimates by personnel within individual schools 
placed the percentage of teachers holding other positions at y 
a minimum of fifty per cent. 
Professor Koch of the University of San Marcos has summed 
up the problems of the teaching force of Peru as involving 
the rights, security, and responsibilities of teachers, and 
their financial remuneration. Peru is not deriving the 
fullest benefits from its teachers because the latter expend 
their energies in trying to make a living, and thus do not 
have any effort or time to put into study and research. Koch 
further points out that this " •••• is a problem which is 
grounded directly in what may be called the disequilibrium of 
contemporary society ••• and which has enormous effects on y 
social life." 
As a cultural reality, this disequilibrium exerts a 
detrimental effect on the teaching profession. The ~ ~ 
, 
Capacitacion z Perfeccionamiento £!! Magisterio Nacional is 
designed to strengthen the cultural and professional back-
ground of the teachers. There is no accompanying program 
under f! Reforma to combat the disequilibrium of which Koch 
1/The administration of the Gran Unidad Escolar Meliton 
Carvajal set the figure for this school at 50%, while 
estimates in other institutions were higher. 
, 
2/Roberto Koch, Algunas Problemas de la Educacion Nacional, 
Serie Problemas de la Educaci6n Peruana 12, Universidad 
Nacional Mayor de San Marcos, Lima, 1955, PP• 30-31. 
writes. It would appear that educational progress in Peru 
will be highly dependent on the establishment of social 
conditions which, by the admission of many teachers, do 
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not now exist. As the writings of Peruvian educators reveal, 
however, no direct role has been planned, 
for the teachers in the creation of these 
It is pointed out that 
or is contemplated, y 
conditions. 
The true educator, in his authentic vocation, joins together a cultural base, a solid professional 
formation, a social and human sensibility, managing 
ability, ~d a philosophy of life based on a definite 
axiology.&/ 
In order to build properly our own educational 
philosophy teachers are needed who love young people 
and children, who are professionally competent, with 
emotional balance, social interests, artistic sensi-
bility, and are physically and mentally healthy; and 
tpeopl!J who know how to work constructively with 
other educators, with the parents of a family, and 
with the community, and who have pride and respect for 
the profession. Only teachers with these qualities 
can lay_tfte foundation for a real Peruvian educational 
system.~ 
It is highly questionable whether general and profes-
sional knowledge are adequate without a sense of direction 
such as a conscious axiology would provide. The present set 
1/See, for example, Beatriz Cisneros, La Pre~aracidb del 
Ma~isterio Nacional, Serie Problemas de la E~ucacion Peruana 
3,~niversid&d Nacional Mayor de San Marcos, Lima, 1954, p. 
19. The six-point program of this writer advocates intro-
ducing the more promising adolescents to the teaching profes-
sion while they are still in secondary school, setting strict 
requirements for admission to teacher training, intensifying 
the training, and placing primary teachers on a footing equal 
to that of secondary school teachers. 
g/Ibid., P• 58. 
~Resolucion Suprema Numero 331, of 8 November 1956, General 
Principle Number 6, in Ministerio de Educacion FUblica, Bolet{n 
Number 2, P• 138. 
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of values directing Peruvian education, however, is one 
imposed by a vocal and powerful minority accustomed to sole 
possession of control in the nation. Peruvian teachers 
themselves concede the existence of certain conditions which 
are not conducive to the growth of a democratic environment, 
and which are manifestations of the control exercised by the y 
aristocratic minority. 
The children of rich families do not attend the public 
schools. 
y 
There is no discrimination in these schools, 
but the "better" groups still look upon them as for the lower 
classes. Distinctions exist among private schools. Some 
1/The observations in the following paragraph are the judgments 
of teachers with whom this writer spoke. While they were 
gained through informal individual discussions with a limited 
number of teachers, at no time were dissenting opinions stated. 
g(Students in the public secondary schools in Lima and its en-
virons "are principally sons of military personnel, business-
men, office holders, artisans, skilled workers ••• !iD£7 
workers in the transportation services." Gerardo A!arco and 
others, Astectos Sociales de Nuestra Educacitn Secundaria, 
Serie Prob emas de la Educac16n Peruana 6, Universidad Nacional 
Mayor de San Marcos, Lima, 1954, p. 6. 
In one school (Unidad Escolar Tomas Marsano) in 1952, 4% of 
the fathers of students engaged in a liberal profession, and 
4% were unskilled laborers. Artisans and skilled workers com-
prised 23% of the total, businessmen and others self-employed 
22%, officeholders 20% (includes general business employees), 
and military personnel 11%. 
In the Gran Unidad Ricardo Bentfn in 1952, 6.8% of the fathers 
were unSkilled workers, 3.1% professional people, The largest 
categories were officeholders and employees 18.7%, business-
men 13.6%, and military personnel 7.2%. 
Statistics of 1954 from the Colegio Nacional San Jos6 of 
Chiclayo indicate that 8.7% of the fathers were workers, 4.2% 
professional persons, 26.8% businessmen, 21.1% employees, 3.9% 
military personnel. The preceding statistics are given in 
~·· pp. 6-7. 
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maintain a strict clientele by resorting to high tuitions. 
Others cater to a more exclusive blood aristocracy. Here 
even money is insufficient to gain admission. In addition 
to the omnipresent social classes, castes continue to exist. 
Both outside and within the school nothing is being done to 
overcome them, and nothing will be done until people are 
educated to act. 
The courses thus far outlined here reveal an acceptance 
of the value system which inspired the very educational con-
ditions this new movement criticizes. Education is evaluated 
in terms of academic achievement. The curriculum consists of 
segments of subject matter organized with little relation to 
socio-cultural realities. The school plays no direct role in 
community development, leaving sole control of policy to the 
small upper class which judges the country's needs in terms 
of its own. 
What indications are there that the remaining social 
studies courses, those occurring at the end of the three 
year general education cycle and those in the two year 
specialized cycle, may differ from the history and geography 
courses in terms of orientation? These remaining subjects 
are (1) Civic Education, {2) Political Economy (Economics), 
(3) History of Universal Culture, (4) Elements of Sociology, 
and {5) Review of Geography and the Social Sciences. 
Civics will consist of a course meeting two hours per 
week in the third year and three hours per week in the fifth. 
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This represents a marked increase over the one hour per week 
Ci vies course which is given in the i'ii'th year under the 
program now being changed. The present one hour course 
covers (a) The State and the Law, (b) The Democratic Form oi' 
State, (3) The Powers oi' the State, (d) The State and Labor, y 
(e) Municipal Councils, (i') The Family, and (g) Property. 
It appears that this will largely be incorporated as one oi' 
the new courses. 
The course in Political Economy will i'ollow the present 
procedure both as to year oi' study (~i'ii'th) and number oi' 
class hours per week (three). On the basis oi' comparisons 
thus i'ar made between i'ormer and present courses in the i'irst 
year, it can be expected that the content will show many 
similarities to that in the existing course. The major divi-
sions under the present organization are (a) General Con-
cepts, (b) Production, (c) Currency, (d) Distribution, (e) 
The Consumer, and (i') The National Budget. 'Y 
The History oi' Universal Culture will be oi' a nature 
2.1 
similar to that oi' the History oi' Peruvian Culture. The 
only students who will take these two courses are those 
if (the liberal arts). Sociology and specializing in Letras 
!fMinisterio de Educaci6n pUblica~ 1951 Plan de Estudios, 
pp. 86-87. 
g/,Ibid., pp. 100-103. 
2./See above p. 65. 
i/Prediction as to the division which may be expected in the 
cycle oi' specialization can partly be based on statistics oi' 
the Faculty of Education oi' the University of San Marcos 
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the Review of Geography and the Social Sciences will be new 
courses. Since there are no existing secondary school level 
courses to serve as models which might exert a limiting 
effect on changes, the eventual construction of these courses 
will be an excellent indication of the extent to which La 
Reforma seeks to change the curricular content. One teacher 
expressed the highly logical belief that since both of these 
courses appear only in the specialized program of Letras, 
they will probably be based on current university level sub-
jects. 
At this latter level, however, the "Social Sciences" 
have been grouped under a single specialty with Philosophy, y 
History, and Geography making up a separate specialty. An 
introductory course in sociology is included in the second 
year program of study in the Department of Education of San 
Marcos, which program is a model for other schools to follow. 
That present sociological study is inadequate, however, is 
voiced from several sources. A group of professors of the 
catholic University have condemned the total lack of research 
where 70% of the students are specializing in Letras, and 29% 
in Sciences; Universidad Naoional Mayor de San Marcos, Edu-
cacion: Organo de la Facultad 4e Educaci6n, Lima, 1956,-p: 
116. It must be recognized that this same proportion will 
not exist at the secondary level, however, for the tendency 
for specialists in science to seek positions other than 
teaching is greater than for those majoring in Letras. There 
are several other qualifying factors such as the drop-out 
rate at the end of secondary school, but they are not ex-
pected to change the ratio between Science and Letras majors. 
1JBased on the program of the Faculty of Education of the 
National University of San Marcos. 
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in the educational sociology of Peru. The pressing impor-
tance of sociological study is made quite evident from the 
following statement by the Dean of the Faculty of Education y 
of San Marcos • 
•••• there exists in Peru nothing more urgent 
than the unity of its sons, which means the construc-
tion of an effective national community, of a great 
family, whose members feel intimately bound together 
not only by history, but by sentiment and desire, by 
the possession and benefit of its riches, equality of 
responsibilities and rights, and mutual respect and 
understanding. This implies the suppression of the 
large estates, the end of feudalism, and the incorpora-
tion of the Indian into the nation, with the full pos-
session of human rights. 
While there appears little area to question whether 
Peruvian educators have assessed national cultural realities, 
the content thus far included in the new program of secon-
dary education raises the problem of whe.ther there has been 
an equal assessment of the implications of these realities 
for education. The urgency of which Barrantes writes is 
not reflected in the changes made thus far by La Reforma. 
!/Gerardo Alarco and others, op. cit., p. 4. 
" mil~o Barrantes, Tarea ue Debe Cumplir la Educacion en 
Peru Actual, Serie Prohfemas de la Educaci6n Peruana 2, 
Unlversldad Nacional Mayor de San Marcos, Lima, 1954, P• 9. 
CHAPTER VI 
OTHER ASPECTS OF PERUVIAN EDUCATION 
Early in this study it was stated that its purpose 
involved determining the role assigned to the school in 
Peruvian society. It has also been pointed out that there 
are in reality three distinct Perus, each with its own par-
ticular culture and physical conditions: the coast, the 
sierra, and the jungle. The dominant role, as reflected by 
the social studies program, is played by the schools in the 
Europeanized coastal area, and to a limited extent in the 
sierra or mountain region. This role has been one of passing 
on the cultural heritage. 
But in the rural areas of the other two Perus, the sierra 
and the eastern lowlands, the school is performing a different 
function. Here educational problems are related to the crea-
tive capacity of the people, to their living standards, isola-
tion, and ignorance. The rural inhabitant has a very low 
standard of living, knows little of practical farming methods 
or hygienic measures, and is beset on all sides by an inhos-
pitable physical environment. The topography, the climate, 
and inaccessibility are among the factors militating against 
an improvement in the condition of the Indian's life. Diffi-
culties are compounded by the fact that 45%, or nearly half, 
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of the total Peruvian population speaks only an Indian g 
language, each of which has several dialects, and each of 
which lacks written form. 
In an attempt to combat the rural problem, Peruvian 
educators have carried out cultural and literacy campaigns, 
including the establishment of industrial and experimental 
schools. The nature of the work has assumed an international 
aspect with the cooperation of Bolivia and specialists from 
UNESCO, the United States, and the Institute of Inter-Ameri-
can Affairs. Rural schools with a curriculum that is 
largely, but not solely, agricultural have been established. 
Their purpose is to improve all phases of the Indian's life. 
These schools have been called nuclear schools due to their 
organizational pattern which consists of a central school 
acting as a nucleus, and up to thirty sectional schools. 
The program of these schools, their procedures and 
materials, differ decidedly from the traditional educational 
pattern. The nucleos provide instruction in agriculture, 
hygiene, and sanitation, along with fundamental subjects such 
as reading, arithmetic, and the national language. The 
objective is to enable the Indian to help himself. Thus the 
nucleo is designed to be the educative arm of community 
development. 
The emphasis in teacher preparation involves aspects 
1/UNESCO, World Survey of Education, Paris, 1955, p. 511. 
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quite different from those of traditional instruction. In a 
health course attention is placed on first aid, recognition 
and avoidance of common illnesses, and how to encourage 
habits of cleanliness. Agricultural preparation stresses 
conservation and methods to increase and improve food produc-
tion. Because the work of the teacher includes social ser-
vices, many of the skills and understandings needed in 
teaching must be learned from actual experience in a partic-
ular rural area. 
The responsibilities of the teacher include organizing 
student clubs, founding parent-teacher associations, and 
getting the heads of families and other local persons of 
prominence to be interested in working for improved condi-
tions. Emphasis on these activities is derived from the ob-
jective stated above of enabling the rural inhabitants to 
help themselves, rather than to wait for someone to come 
into the community and do the work for them. 
The teaching of Spanish and reading is carried out by 
encouraging the student to express himself in the vernacular, 
then in Spanish. Emphasis is on stimulating interest in 
learning the official language. All instruction starts with 
the pupil, an approach quite different from that of the 
urban curriculum. The student expresses thoughts and ideas 
in the language familiar to him. Spanish words and expres-
sions are introduced where appropriate, and through various 
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activities the degree of mastery of this language grows. 
In this program the school becomes the center of efforts 
to improve the community. Know-how and extremely limited 
material resources are introduced from the outside, not as 
an external force seeking to impose a different structure on 
society, but as a means of enabling those who inhabit the 
community to better their own living conditions. The school 
assumes responsibility for stimulating the desire among the 
members of a community to improve their level of existence. 
It takes the initiative in a program of social development. 
Thus education in Peru is performing more than one 
role. The rural school exerts a direct influence on com-
munity improvement. At the same time, the efforts of the 
educational institutions in the urban areas are related to 
subject matter courses. Schools with this latter orienta-
tion being far more numerous than the nucleos, it can be 
concluded that the major concern of Peruvian education is 
to bring the student into contact with the cultural heri-
tage. The great majority of schools will, therefore, exert 
only an indirect influence on social development. 
CHAPTER VII 
CHirn 
THE GROWTH OF THE NATION AND ITS EDUCATIONAL SYSTEM 
A later and less refined cultural and political growth 
during the colonial period was experienced by the southern 
part of the Viceroyalty of Peru, the Captaincy-General of 
Chile. The Spanish conquerors pushed outward from their 
earliest bases in the Caribbean. By the end of the first 
decade of the sixteenth century they had established them-
selves on the Isthmus of Panama. In 1522 they reached Peru. y 
In the following decade, upon receipt of a royal grant a 
force underwent the hardships of a mountain crossing into 
Chile, but finding little compensation for its efforts, re-
turned by the equally inhospitable desert route. It was 
1540 before a settlement was undertaken, this by Pedro de 
Valdivia in the central valley. Additional towns were soon 
founded further to the south, but in the midst of continual 
fighting with the natives their growth was slight, many of 
them even being abandoned more than once in the course of a 
century and a half. 
1/The Spaniard has shown himself to be very scrupulous about 
regality. The Conquistadores were highly individualistic 
adventurers, but still made certain that their actions bore 
legal justification. In twentieth century Latin America this 
concern for legality can be seen in the practices of caudillos 
and dictators, who have their decisions approved, hence legal-
ized, by their legislatures. 
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Life was far less complex than around Lima. The fertile 
valley in which Santiago was founded provided rich land for 
vineyards, farming, and ranching. By the middle of the 
seventeenth century, however, the y city contained only 4986 
inhabitants. Being relatively remote from Lima, the 
area exercised a marked degree of political independence. 
The major problem was the existence of the warlike Araucan-
ians determined to maintain themselves independent of the 
Spaniards. This made necessary a large standing army whose 
major contribution proved to be the formation of a mestizo 
class Which early outnumbered the European whites. 
While Lima revealed splendid buildings and accompany-
ing cultural refinements, Santiago was a provincial town, 
lacking in facilities for comfort and entertainment. A 
life of conquest and settlement existed here in the south 
at the same time it had given way to the life of cities 
and new social groups in the northern section of the vice-
royalty. Extravagance and display could be managed much 
more easily in Peru with its rich resources. Chile lacked 
the natural wealth. Since refinements would have to be 
transported from Lima, in accordance with the economic poli-
cies of the crown, expenses were greater. All factors mili-
tated against the magnificence of Lima coming to exist in 
the south. 
I/Amanda tabarca H., Historia de la Ense~anza en Chile, 
lmprenta Universitaria, Santiago, 1939, p. 25. 
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The basis of the society which developed was really the 
native population. To this was added the Spanish colonist. 
These factors coupled with the constant state of insecurity 
had a definite effect on social stratification. Class and 
caste distinctions, prominent as they were, failed to be as 
restrictive as those in Peru where the native element was 
excluded from community participation. 
While armed forces financed from Peru were engaged in 
continual warfare with the aborigines, colonists pursued y 
farming and ranching on large encomiendas. Santiago 
served as a center for the encomiendas in the fertile central 
valley, providing what few necessities were not produced on 
the ranches. There was little demand for education; those 
few who desired and could afford it for their sons sent them 
to Peru. 
The impulse for schooling came from the religious orders, 
especially the Dominicans and Jesuits. The nucleus for sec-
ondary education was instruction in Latin grammar, philosphy, 
and theology. Educational objectives in the colonial period 
were markedly different from those of the later republican 
era. The clerical bodies that dominated education considered 
the forming of the religious spirit--the fear of God, and 
obedience to church and king--as the primary goal of educa-
!/The encomienda was a grant of one or more Indian villages 
and the land they occupied to a Spaniard who could use the 
Indians as a labor force, at the same time being responsible 
for instructing them in the Catholic religion. 
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tion. Course work thus revolved around theology and Latin, 
the latter being the medium through which theology was studied. 
An eminent Chilean historian has succinctly evaluated the 
intellectual state of the country at the dawn of the eight-
een th century. 
••••Lill had no adequate colleges, no modern 
books to read, no printing press, no theatre, no arts 
of any kind; its little nucleus of learned people 
absolutely lacked the opportunities, means, and 
stimul~ to leave any trace of their intellectual capa-
city • .Y 
The eighteenth century witnessed the creation of the 
Royal University of San Felipe, the expulsion of the Jesuits, 
the founding of the Academy of San Luis, and the work of 
Manuel de Salas. San Felipe became the principal center of 
learning in the colony, instruction being offered in theol-
ogy, canonical law, jurisprudence, medicine, and engineer-
ing mathematics. Existing social values turned the univer-
sity, however, into primarily a law school, for physicians 
held little respect in society, and engineers were considered 
nothing more than surveyors. As for theology, its status 
remained ecclesiastical, hence if one wanted a good, respec-
table civil position he studied law. The total enrolment in 
any one year remained under one hundred, a condition typical 
'§./ 
of schools at the lower levels also. This was, however, 
Yibid •• P• 27. 
2/Luis Galdames, A Histort of Chile, Isaac Joslin Cox, trans-
rater and editor, Univers ty of North Carolina Press, Chapel 
Hill, 1941, PP• 130-131 • 
.2/.Ibid., P• 125. 
r''"" ""-" 
'll'oeton Un'l'vers~' """ 
:School of Educatiou 
Librar¥. 
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in the years before any comparable institution existed across 
the Andes in Argentina. 
The real effect of the creation of San Felipe was to 
free Chile from intellectual dependence on Lima, where 
earlier students had been obliged to go to pursue university 
!I 
study. Furthermore, San Felipe gave Chile in time an in-
tellectual group which desired the extension of education to 
other than merely the rich creole society. 
The expulsion of the Jesuits and the founding of the 
Academy of San Luis meant the introduction of new educational 
practices. The only secondary schools until the end of the 
eighteenth century were two seminaries and the Colegio y 
Caroline, an institution of monastic character. San Luis 
introduced technical education including work in practical 
mining. It largely owed its existence to Manuel de Salas 
who introduced the idea of vocational education. Educational 
opportunity was still limited, however. The fact that 
students had to pay for instruction meant that economic 
factors determined who would be educated. Furthermore, the 
school was for the boy; what instruction girls needed was 
given at home. 
1/Worthy of note is the fact that it was not until 1738 that 
San Felipe was created (by royal decree), and actual instruc-
tion failed to begin until eighteen years later, by which 
time the University of San Marcos in Lima had been in exis-
tence over two centuries. 
g/As in Peru the term colegio signifies a secondary school, 
and not a branch of a university. 
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With independence, achieved by the third decade of the 
nineteenth century, there arose voices of men such as Salas, 
Juan Ega~a, and Camilo Henr{quez advocating educational 
development. Though financial resources were lacking for 
putting their ideas into practice, the thinking on educa-
tional problems' that was stimulated proved in the long run 
to be of greatest value. Independence, furthermore, ushered 
in a period of instability during which the energies of the 
educated elements were absorbed in political strife. That 
these unstable years were very few by comparison with what 
has transpired inother Latin American nations has redounded 
to the great benefit of Chile. 
The early acquisition of stability is attributable to 
several factors. The social and economic structure of Chile 
at the time of independence closely resembled that of feudal 
Spain. The encomienda aristocracy not only monopolized the 
land in the fertile central valley in the form of large 
estates, but directly controlled those who worked the land 
(the in~ilinos) and profoundly influenced the city dwellers, 
who were dependent upon the countryside for their necessi-
ties. Since the only other element in Chilean life, the 
Araucanian Indian, was by nature disinclined to follow the 
lead of the Spaniard, there existed no source of manpower on 
which a potential caudillo--the "man on horseback 11--could 
draw. 
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Among the ractors making ror stability was the gradual 
clarirication or issues between those elements or society de• 
sirous or maintaining the social rorms existing prior to 
independence, and those who saw in a rree Chile the opportun-
ity to build ror a realization or the ideals or the French 
and North American revolutions. The conservatives won out, 
and in 1833 drarted a constitution that was to remain in 
errect ror ninety-two years. The basis or their success 
largely lay with the pursuit or policies which were in accord 
with the socio-economic realities or the young nation. 
The role or geography should not be minimized. The 
well-derined physical limits stimulated a regional pride. 
Chile was a geographic unit, set apart rrom other countries. 
Dirriculties or communication and transportation in the 
colonial era had made it self-supporting, and there was no 
reason to question its ability to continue on its own re-
sources. Then in 1839 came victory in war over the conreder-
ation of Peru and Bolivia, giving the nation a sense or pride 
and satisraction. With a relatively sound economy and 
stable rinances, the landed aristocracy, governing with a 
high degree of political morality, had little dirriculty 
perpetuating itselr in power. 
Though overshadowed by other matters, education was not 
neglected during the turbulent decades or the rirst halr or 
the nineteenth century. Even berore victories over royalist 
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forces at Chacabuco and Maipu assured independence from 
Spain, the desire for improvement in secondary instruction 
resulted in the founding (1813) of the National Institute. 
Three seminaries were combined for this purpose. The Insti-
tute concerned itself with secondary and higher education, and 
offered course work in the humanities and the professions, 
including not only civil instruction, but religious offerings y 
for future clerics. Spanish reconquest forced the closing 
of the Institute until 1819. Along with the reopening in 
that year came the reorganization of the young Public Library. 
Other educational institutions soon followed, instruction 
largely taking the form of the monitorial system, originally 
developed in England by Joseph Lancaster. 
A plan for dividing secondary education into the five 
divisions of humanities, law, medicine, mathematics, and 
theology was published in 1832 by a group of distinguished 
Chileans. Although it was favored by the government it 
failed as a result of the lack of trained teachers, a condi-
tion destined to act as a deterrent to reform. The program 
was noteworthy, however, for it was the first attempt to dis-
tinguish the functions of the secondary school from those of 
higher education. 
The 1833 constitution gave education the " •••• preemin-
gj 
ent attention of the State." The advent of republican 
Y!bid., P• 175. 
gjcited in~·· p. 242. 
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government and leaders with a sense of political morality 
and social responsibility had resulted in public education 
becoming of constant concern. While little was done at the 
primary level, new public high schools (liceos) were opened. 
The liceo at La Serena was founded in 1821, one at Talca in 
1827. New schools appeared at Cauquenes in 1837, and at 
Concepcion and San Felipe the following year. Just as the 
city of Santiago was the hub of Chilean life, the Santiago 
liceo tended to absorb the major part of secondary education. 
The success of Chilean arms in Peru and Bolivia served 
to stimulate a social and spiritual resurgence in the 1840's. 
Intellectual growth was made possible by the fruits of polit-
ical tranquility and economic prosperity. To Chile came 
foreign educators exiled from their homeland. The most nota-
ble were Domingo Faustino Sarmiento from Argentina and 
Andr6s Bello from Venezuela. The meeting of these two men 
in Santiago proved to be of great benefit to the nation, 
Bello aspiring to form an aristocratic elite of culture, and 
Sarmiento fighting for public primary education. In 1842 
the University of Chile was founded to replace the University 
of San Felipe which had outlived its usefulness with the pas-
sing of the colonial era. Under the republic the National 
Institute (the Liceo of Santiago) had assumed control of 
almost all education from San Felipe. Bello played a major 
role in providing direction for the new national university. 
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Sarmiento labored at the other end of the educational ladder, 
seeking to raising teaching to the dignity of a scientific 
discipline. 
In addition to the foreigners several native Chile.ans 
played a positive role in laying the foundations of a national 
educational system. Ventura Mar!n Recabarren, one of the 
authors of the 1832 plan for secondary education published 
the Elementos de la filosofia del espiritu humano in 1834, a 
work which became a standard textbook. The writings of Jose 
Victorino Lastarria such as America and Lecciones de Pol!tica 
Positiva introduced ideas described by Labarca as truly 
American in spirit. Lastarria was a liberal, a non-conform-
1st who rebelled against those forms and traditions which 
lingered on under the republic long after their existence was 
scarcely justifiable. 
These men turned their attention to the numerous obsta-
cles to educational development. To overcome the lack of 
qualified teaching personnel a teachers college, the Escuela 
Normal de Preceptores, was founded in Santiago in 1842. 
UDder Sarmiento it centered its attention on the improvement 
of primary education. The exile from the Argentine dictator-
ship of Rosas sought to improve secondary education by offer-
ing scholarships for students at the National Institute who y 
were interested in teaching. To provide a wide range of 
!/Amanda Labarca H., op. cit., pp. 103-104. 
2/Ibid., p. 119 considers this the first real attempt to 
7orm a secondary school teaching profession. 
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instructional offerings technical schools in arts and crafts 
and in agriculture were founded in accordance with the ideas 
on vocational education propounded by Manuel Salas earlier 
in the century. 
The desire to improve led to the introduction of ideas 
and instructors from foreign education systems. Reform at 
the secondary level was made under the leadership of Ignacio 
Domeyko, a Polish scholar who first gained Chilean promin-
ence by establishing courses in chemistry and mineralogy as 
technical preparation for students in the mining district of 
La Serena. The curriculum of the National Institute was en-
larged with the introduction of history, mathematics, natural 
and physical science, and foreign languages. This led to an 
instructional trend in the direction of greater understanding 
of natural phenomena and greater emphasis on scientific y 
aspects. These educational changes were evidence of wider 
changes in the thinking of educated Chileans. The Scholastic 
philosophy that had been dominant since the early colonial 
period was being seriously challenged by the more recent 
naturalistic and positivistic thinking of Europeans such as 
Spencer and Comte. 
The incompatibility of the new ideas with the old reli-
gious outlook was reflected in the writings which appeared. 
Francisco Bilbao published his Sociabilidad Chilena which 
severely criticized many of the traditional aspects of 
1/Luis Galdames, op. cit., P• 278. 
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society. The burning of the periodical containing Bilbao's 
work only served to increase the popularity of his point of 
ll 
view. Lastarria presented before the national university 
a paper entitled Investigaciones sobre la influencia social 
de la conquista y del sistema colonial de los espanoles en 
Chile in which he critically evaluated the entire colonial 
period. These writings were typical of the cultural develop-
ment of the 1840's, which was characterized by an attempt to 
separate the nation from the less desirable aspects of the 
colonial heritage. Their authors were aroused by the condi-
tions which they found to be in existence. The economic and 
political control of society by the landed aristocracy had 
the effect of denying the greater part of the population a 
voice in the government. Inadequate educational facilities 
served to retard progress by the masses desirous of improv-
ing the conditions under which they lived. The conservative 
influence of the church was employed in defense of the status 
quo and to the detriment of the free exchange of ideas on 
the basic problems facing Chile. The liberal press experi-
enced harsh censorship. One Chilean writing in the twenti-
eth century described the educational conditions of the y 
1820's and 1830's as follows: 
The instruction of men continued saturated with 
0!/!hia., p. 279. 
2/Alberto Cabero, Chile y los Chilenos, no publisher given, 
Santiago, 1926, p. 360. 
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the spirit of medieval scholasticism, and overloaded 
with sterile questions; that of women, superficial and 
narrow, given in convents, encouraged intellectual 
laziness by the young, and stimulated the arrogance 
and flattered the vanity of the noble families. 
Numerous incidents revealed the weakening of the tradi-
tiona! religious influence. Protestant immigration provoked 
a defensive move by the Catholic Church in the form of the 
publication of La revista cat~lica. Legislation excused 
Catholics from the obligation of taking marriage vows in 
accordance with Church rites, and gave civil officials juris-
dLc,tional rights over parish priests. The practice of 
priests walking on the national flag during the Corpus Christi 
procession was banned, and the traditional watchman's call y 
''Hail most Holy Mary" was suppressed. 
The decade of the 1850's witnessed the founding of over 
500 public schools. The National Institute was enlarged to 
accommodate over a thousand students. With the establishment 
of the liceos of Chillan and Valdivia the number of such 
schools increased to ten. The reforms that had gone into 
effect in the National Institute became nationwide to the 
extent allowed by the calibre of the teaching personnel. 
Two publications which served to orient education were 
, , 
Sarmiento's La educacion comun (Public Instruction) and 
Miguel Luis 
, 
Amunategui' s De la instruccion 12rimaria en Chile: 
lo ~e es i lo que deberfa ser (Concerning Primary Instruction 
ytuis Galdames, o;e. cit., pp. 284-285. 
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in Chile: what it is and what it OUght to be). 
Introduction of the elective system was seriously con-
sidered, the plan being to divide courses into comunes which 
would be taken by all secondary school students, and electi-
vas to be chosen on the basis of an individual's future 
-
plans. Although not put into ef1'ect, it stimulated ideas y 
favorable to specialization and specialized courses. At 
the same time opposition was raised to courses which had 
long been considered essential. The educator Gregorio 
v!ctor Amun~tegui favored replacing the compulsory study 
of Latin with some modern language. The conservative tra-
dition remained strong enough to defeat these proposals, 
but under the stress of social developments the challenge 
to its domination was ever growing. 
The social evolution of Chile through half a century of 
independence witnessed the growth of an influential commer-
cial class that proved to be a rormidable rival of the landed 
aristocracy. Urbanization and immigration began to exert an 
influence in favor of social reform. New ideas included a 
belief in the personal value of individuals that differed 
profoundly from traditional religion-oriented beliefs. A 
rising aristocracy of business was accompanied by one of 
learning, both competing with the old nobility and the cleri-
cal estate. The development of wealth and of culture weakened 
1/Amanda Labarca H., op. cit., PP• 151-152. 
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the old classes and stimulated liberal hopes. 
The election of Jos6 Joaquin P~rez in 1861, a conserva-
tive acceptable to the liberals, marked a tendency toward 
increased democratic processes and was indicative of the 
growing power of the commercial class. The ten-year Perez 
administration saw the opening of liceos in those provincial 
capitals which until then had lacked a secondary school. The y 
last to be created were in Los Angeles and Ancud. At the 
same time there came to the head of the National Institute 
Diego Barros Arana, with a determination to bring education 
up to date. During his nine year administration as rector he 
sought to modernize methods, replacing practices such as 
memorizing with reasoning, reflection, and individual 
research. Reorganization of the secondary school curriculum 
resulted in the study of physics, chemistry, zoology, botany, 
cosmography, and physical geography being required as part 
of the course of study in humanities. Historical studies 
received greater stress and became more specialized. Spe-
cialization, in fact, was the keynote of the reform, with 
teachers becoming trained specialists in place of recipients y 
of general training. It took two decades for the reorgani-
zation to affect all the liceos, but material progress under 
, 
the Perez government made possible the accomplishment of this 
!/Luis Galdames, op. cit., p. 310. 
g/Ibid., P• 311. 
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work. 
A reform recommended to the University Council by Barros 
Arana in 1871 proposed dividing the humanistic education into 
five cycles. The first would be a common program. The 
second would consist of three alternative plans: (a) humani-
ties, as preparation for professional careers, (b) speciali-
zation in mathematics, and (c) general education for those 
planning no post-graduate studies. The first cycle (first 
half of the total program) included geography; history of the 
Old and New Testaments, Ancient Greece, Ancient Rome, America, 
and Chile; catechism; penmanship; drawing; hygiene; a modern 
language; bookkeeping; and elements of physics and chemistry. 
Latin was postponed until the second cycle which also included 
the history of the Middle Ages, modern history, physical 
geography, cosmography, natural history, fundamentals of the y 
Catholic religion, literature, and philosophy. The Council 
approved the plan, but the only element of permanence that 
resulted was the initial step toward the abolition of compul-
sory work in Latin. Even this was largely due to Barros 
Arana, whose presence in the National Institute, Labarca main-
Y 
tains, marked the most important period of reform in secon-
dary education during the middle third of the nineteenth 
l/Amanda Labarca H., op. cit., pp. 154-155; her sources are 
the Anales de la Universldad de Chile, ano 72, Vol. I, PP• 
581-595 and Vol. II, PP• 22-29. 
g/Ibid., P• 155. 
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century. 
The administr~tion of Federico Err,zuriz Z~artu which 
began in 1871 provided the background for the struggle over 
the question of freedom of instruction. The conservatives 
in the government opposed the trend toward greater emphasis 
on the natural sciences as inimical to religious and moral y 
standards. Furthermore, as Galdames points out, increased 
educational opportunities meant the almost certain end of 
the monopoly on professional positions in the university 
held by the aristocratic families. Private seminaries repre-
sented the type of institution considered by the conservative 
element as best for education. The preseneeof a conservative 
president, Err~zuriz being a descendant of one of the great 
Chilean aristocratic families, and a conservative minister of 
, 
public education, Abdon Cifuentes, meant an opportunity to 
legislate against the trend toward science. 
A decree of 1872 put an end to the practice of public 
school teachers examining students from private seminaries, 
and permitted the latter to determine largely their own 
curriculum, within the minimum required by the university, 
and confer certification that would be accepted by the uni-
Y 
versity. The decree resulted in certificates being sold 
openly; degrees were purchased. The reaction was so intense 
1/Luis Galdames, op. cit., pp. 315-316. 
g/Ibid., p. 316. 
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that Cifuentes resigned the following year and the decree 
1) 
was annulled, the previous conditions being restored. 
Two further decisions of the educational ministry are to be 
noted. The first made the teaching of religion no longer 
obligatory in the public schools. The second resulted in 
the ouster of Barros Arana, leader of the trend toward 
greater emphasis on scientific studies, from the position of y 
rector of the National Institute. 
yihid., p. 316. 
g/,Ibid., p. 316. The following program is from the Barros 
Arana period. 
Plan of Studies in the Humanities in 1875 
First Year 
Spanish Grammar I 
Arithmetic I 
Geography 
Sacred History 
Penmanship 
Third Year 
Algebra 
Bookkeeping 
History of America 
and Chile 
French II 
Mechanical Drawing 
(Elective) 
Fifth Year 
Latin II 
Literature (Rhetoric 
and Poetry) 
History of America 
and Chile 
Philosophy (Psychology 
and Logic 
Cosmography 
Physical Geography 
Second Year 
Spanish Grammar II 
Arithmetic II 
French I 
English I 
Freehand Drawing 
(Elective) 
Fourth Year 
tatin t 
French (final) 
English (final) 
Chemistry 
Physics 
Ancient and Greek History 
Roman History 
Geometry 
Sixth Year 
Latin (final ) 
Literature (Esthetic and 
Historical) 
Philosophy (Morality, Theodicy, 
and History of Philosophy) 
Natural History 
Fundamentals of the Faith 
from Amanda Labarca H., op. cit., p. 156. 
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From 1879 to 1884 Chile was engaged in war against Peru 
and Bolivia. Though outnumbered nearly four to one by the y 
combined enemy land forces, Chile triumphed as a result of 
military superiority in battle and internal stability at y 
home. A sweeping victory in this War of the Pacific 
made the struggle of more than passing importance. By the 
treaties Chile obtained the rich nitrate territories which 
were long to be the basis of economic development and national 
prosperity. The war also served to generate a civic spirit 
which acted as a stimulant for greater intellectual develop-
ment. 
The decade of the 1880's also witnessed the first 
societies of laborers and the first organized strikes Chile 
had known. They represented positive evidence that the 
proletariat was gaining a greater consciousness of power and 
a greater determination to influence Chilean life. In 1886 
a liberal reformer, Jos~ Manuel Balmaceda was elected presi-
dent. His five year government was quite active in the edu-
cational field. The Institute Pedag6gico was founded in 1889 
to train secondary school teachers. Opportunities were 
1Jbonald E. Worcester and Wendell G. Schaeffer, The Growth 
and Culture of Latin America, Oxford University Press, New 
York, 1956, p. 706. 
YThe extent to which Chile's past investments in education 
were responsible for this victory is problematical. Never-
theless, the war had been won by the most progressive and 
stable country on the continent. See Royal Institute of In-
ternational Affairs, The Republics of South America, Oxford 
University Press, London, 1937, pp. l27-l28. 
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created for women's education. A public liceo for girls was 
founded in Valparaiso, while in Santiago private schools for 
girls were given state subsidies. Aristocratic exclusiveness 
in these latter schools meant, however, that their doors were y 
largely closed to children of the middle and lower classes. 
The Minister of Public Education Pedro Montt proposed 
in 1886 curriculum reorganization which would enable students 
to take at any one time courses which bore a relation to one 
another, r~ther than have to pursue a program of study in 
which there was no connection between the separate courses. 
This finally went into effect in 1893, the same year that 
Latin was replaced with modern languages, and the natural 
and physical sciences were subdivided into various special-
ties. 
The suicide of Balmaceda shortly after his abdication 
in 1891 brought to an end a distinct period of Chilean his-
tory. With the revolution of that year the country entered 
a period characterized by parliamentary control. Three 
decades of liberal government were terminated by the events 
of 1891. Cultural progress during those decades was mani-
fested by a growing sense of nationalism and a great exten-
sion of educational services. By the end of Balmaceda•s 
administration over 80,000 children of both sexes were en-
rolled in some 1500 schools. While this was not even a 
1/Amanda Labarca H., op. cit., p. 202. 
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fourth of the population of school age, it meant that in one 
11 
respect a genuine cultural foundation had been created. 
At the same time, however, as secondary education devel-
oped through the nineteenth century it used foreign systems 
and foreign teachers as models. The liceo itself was pat-
terned after the French lyc,e, and French influence was evi-
dent in the perpetuation of an elite in arts, letters, and 
science. The last quarter of the century saw the introduc-
tion of German educators imbued with Herbartian methodology. 
The influence of the German gJli!Ilasium was evident 1n the 
great stress on scientific studies. The ideas of Herbart 
resulted in an emphasis on character development. This at-
tention given to the moral end of life also reflected the 
British influence, while North American educational thought 
was evident in the democratic base that represented the 
educational ideal. 
Administratively the educational system was centralized 
and uniform. The state had exclusive control, with super-
vision and administration emanating from Santiago. From 
1879 the men•s secondary schools were financed through the 
university, and directed from the Faculty of Philosophy and 
Humanities. The rector of the university presided over the 
Council of Public Instruction. No connection existed between 
the liceos and the primary schools. The specific purpose of 
1/LUis Galdames, op. cit., P• 349. 
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the liceos was as preparation for the university, under whose 
jurisdiction they fell until 1927. 
The tendency to lean on foreign sources for educational 
ideas had its negative effects. There was an absence of any 
provision for activities that might serve to form an esprit 
~ corps. Equally lacking was any tradition that might stim-
ulate youth along patriotic lines. Centralization did serve 
to foster a degree of cultural unity throughout the country, 
but most conspicuous was the insufficiency of the system. y 
Labarca points out that by the turn of the century approx-
imately 190,000 people, or 13% of the population, attended 
school, while it was likely that 25% of the population was 
of school age. The census figures revealed, furthermore, 
that at the secondary level education was highly oriented in 
favor of those preparing for college. While there were over 
11,000 students enrolled in the liceos, the technical insti-Y 
tutes had only 1856. 
By the turn of the century education had contributed 
very little to the solution of the problems of the Chilean 
people. Their native vices, of which Galdames considers 
alcoholism and crimes against property as the most evident, 
y 
were scarcely cured. The foundation of a modern educational 
program had been laid, however, and in this Chile stood out 
1/Amandi Labarca H., op. cit., p. 215. 
g/census figures in~., pp. 216-217. 
yLuis Galdames, op. cit., p. 436. 
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as a distinct exception to the rule in Latin America. 
With the preside~ of Jorge Montt (1891-1896) a new 
era opened for Chile. It was to be one in which the nom-
inal leaders were not chiefs of state so much as heads of 
groups which controlled the course of public business. 
Whereas presidents had previously determined the composition 
of Congress, and thus had largely been able to avoid con-
flicts, now congressmen were chosen by popular election. 
They were independent of the executive, and thus their major-
ities could be equally independent. These majorities came 
to consist of coalitions whose groups had varying interests. 
As the president yielded to the interests of some groups, 
others would withdraw their members from the ministry. The 
conflict between the parliamentary majority and the president 
1/0f the other Latin American nations only Argentina could 
Took back on its nineteenth century educational endeavors to 
find the basis of a modern system. 
g/The six year secondary school course of study in 1893 was 
as follows: 
Spanish (every year) 
Philosophy (years V and VI) 
French (every year) 
English or German (every year except I) 
History and Geography (every year) 
Mathematics (every year) 
Natural Science (every year) 
Physics (last three years) 
Chemistry (last three years) 
Civic Education (years V and VI) 
Religion Lelectiv~ (every year) 
Manual Training (every year) 
Drawing and Penmanship (every year) 
Singing and Physical Education (every year) 
from Amanda Labarca H., op. cit., p. 240. 
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would thus revolve around the ministry. For three decades 
ministries rose and fell with astounding frequency. The 
system was highly unstable, rendering improbable much edu-
cational development. The various groups were little more 
than personalist parties. Thus Galdames could write that in 
matters affecting the material interests of the country, 
11 
•••• parties have never existed in Chile, only men capable 
y' 
of understanding its material affairs." 
That education did receive attention was due in part to 
the existence of clear distinctions on educational policy 
between groups. The issues were clearly drawn. The Conserv-
atives favored as little state education as possible, and 
this was to be from the religious point of view. The state 
moreover had the function of protecting the Catholic Church. 
The Radicals wanted the state to be the only educator, 
favored instruction that would be compulsory, free, and 
secular, and insisted on 
separation of church and 
both absolute freedom of belief and y 
state.' With no political group 
having sufficient power to govern alone, and with coalitions 
forming and reforming according to the issue of the moment, 
a consistent governmental policy along one of these lines 
was well-nigh impossible. 
There was, however, an additional factor, the existence 
of educators capable of directing themselves to a considera-
1/Luis Galdames, op. cit., p. 365. 
g/Ibid., p. 365. 
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tion of the problems and needs of Chilean education. An 
Educational Congress was held in 1902, and a Scientific 
Congress eight years later. In 1904 the National Education 
Association was founded, and immediately stressed the need 
for education to respond to national problems. In the very 
first article of its Declaration of Principles it stated 
that 
•••• our system of legislation and our laws, 
essentially republican and democratic, should rest 
on a national educational system that serves as 
their foundation and is, at the same time, an un-
yielding bulwark of social order and brotherhood. 
The organization of this national system of educa-
tion should respond to our republican principles, to 
the general needs of the countrY,, and to the special 
conditions of different areas.17 
, 
Through its journal, the Revista Pedagogica, the associ-
ation brought information of educational research and devel-
opments in other countries. In effect, it served to stimu-
late critical evaluation of educational conditions. It also 
welded together the educational fraternity. The National 
Society of Teachers, formed from elements in secondary edu-
cation, stressed mutual protection and improvement among 
teachers. The tendency was away from leaving the solution 
of educational problems to the national executive, for the 
teachers were giving greater consideration to those issues 
in which they were intimately involved. 
The 1912 Congress on Secondary Education proposed four 
!/Quoted In Amanda Labarca H., op. cit., p. 222. 
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principal objectives. The first stressed making available 
courses in manual labor, and sought to combat common prej-
udices against mechanical and industrial vocations. The 
second sought to give a truly national character to secondary 
education. To do this, civics and national history were to 
be stressed, In studies such as botany and zoology, flora 
and fauna indigenous to Chile would receive emphasis. 
Courses in the physical sciences would be taught with a view 
to the condition and status of these sciences in Chilean 
society, and their relation to Chilean industries. The third 
was to seek a careful balance between the various content 
areas. Finally, the program of philosophy was to be expanded 
in scope to give consideration to problems 
fluence of various philosophies on Chilean 
such as the in-
!/ life. The 
Congress discussed problems of the relationship between 
primary and secondary education, and between general and 
special education. Education was coming to be viewed as a 
social function, and the members of the profession were 
seeking to play an active role in its direction. 
While university preparation for men was by far the 
major concern of secdndary education, there was some progress 
in other areas. Liceos for girls had originally been created 
under the control of the Ministry of Education, and with no 
organic relation to the university. Developments tended to 
yibid., p. 237. 
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bring the curriculum in line with that of the Liceos de 
Hombres (men's high schools), and a decree in 1912 ordered 
1:1 
the programs to be identical. Vocational and technical 
education grew more slowly, for the traditional stigma re-
mained, and was no doubt a major influence in keeping 
down enrolments. Centers for manual training, professional 
schools for girls, commercial institutes, and schools for 
industry, mining, and agriculture attracted small numbers 
of students. 
With the second decade of the twentieth century Chilean 
social values underwent a sharp alteration as European 
ideological conflicts gained the attention of various ele-
ments in society. World War One exerted a great influence 
on economic conditions, and served to create new opportuni-
ties in numerous professions such as law, medicine, and 
engineering. The democratic ideology triumphed in the war, 
and its various manifestations led to definite reactions in 
Chile. In 1917 Darfo Salas published his The National 
Problem,urglng educational reform and soliciting the means 
for putting improvements into effect, 
Liberal political successes presented the middle class 
with the opportunity to combat the long-dominant oligarchy. 
Chile in the 1920's was the scene of a desperate struggle 
by the latter to regain its stranglehold on society, Three 
yrbia., P· 242. 
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decades of the parliamentary system had produced little more 
than growing congressional irresponsibility, best reflected 
by the pay raise voted for themselves by the legislators at 
a time When economic conditions were worsening due to de-
preciation of the currency and a rise in the cost of living. 
Public sentiment provided the rationale for a military move-
ment in 1924 which put an end to the chaotic system, replac-
ing it with first one, and then a second junta. This latter 
administrative body was responsible for a new constitution, 
the first in 92 years, which created a strong executive, and 
among other things, separated church 
favored for over four decades by the 
and state--a 
Radicals. 
y reform 
The conflict in Chilean society manifested itself in the 
educational field by reforms and counter-reforms, out of 
which came an orientation decidedly different, on paper at 
least, from the classical traditional education. A major 
piece of legislation passed in 1920 made provision for es-
tablishing continuity between elementary and secondary educa-
tion, the absence of Which had long been a shortcoming of the 
educational system. The law also placed responsibility for 
school attendance on parents. A salary scale was established, 
and compensation for teachers was increased. These measures 
were indicative of growing public concern with education. 
l/The church was left with complete control of its own organ-
Ization, title to all its properties, exemption from taxa-
tion, and the right to operate its own schools. 
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Before the decade ended, further legislation made completion 
of the six year elementary school program a requisite for 
entrance into secondary education. At the secondary level 
technical schools were placed on equality with the liceos. 
The over-all secondary program was reorganized into two 
cycles, the first a three year program of general education, 
the second a two year program of specialization. 
The physical growth and well-being of students was stated 
as a concern of the school in the very first article of the 
conclusions of the 1926 educational conferences. Develop-
ment of habits, ideals, interests, and attitudes that would 
facilitate participation in economic and social life was 
stressed. The creation of experimental schools was advocated 
to better enable educators to compare various teaching y 
to improve instruction. methods, the purpose being 
Local crises in mining and agriculture, a damaging 
earthquake in 19281 and then the world depression in the 
early 1930's had their detrimental effect on educational 
development. Though school services were improved under the 
administration of Carlos Ibanez which began in 1927, incon-
sistency existed in the direction taken by many of the changes, 
while in scattered areas through the countryside the alter-
ations passed seemingly unnoticed. The early 1930's wit-
nessed a decrease in enrolments and the inability of the 
1/Ibid., PP• 262-264. 
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government to finance intended reforms. Relatively little 
was done to implement a 1921 law which made primary educa-
tion compulsory. Alberto Cabero had written a few years 
previously: 
y 
we have two classes of students; the son of the 
proletarian who learns in the public school and the 
son of the upper and middle classes who is educated 
in private schools and academies. In this way, from 
childhood, we strengthen social prejudices and for-
tify the barriers which separate classes. 
A century of independence had, however, resulted in pro-
found education changes. 
The colonial method of •reading by spelling,' the 
brutal punishments of 'glove• and •ferrule,• the dark, 
unventilated rooms, the almost total lack of books, 
benches, blackboards, pictures, and maps, and ignor-
ance and the servile position of the teachers--all this 
had been ended, never to return.2/ 
In 1900 114,410 students were taught in 1553 schools. By 
1924 the total had risen to 449,697 students in 3427 schools. 
In 1920 the number of children attending primary school was 
300,000. Within two decades it was to increase another y 
150,000. In 1936 over 43,000 students were enrolled in 
public and private secondary schools (liceos fiscales and 
liceos particulares), two-thirds of the total being in the y 
public schools. The educational system which at the 
1/Alberto Cabero, op. cit., p. 175. 
6/Luis Galdames, op. cit., p. 421. 
£/Alberto Cabero, op. cit., p. 378 cites these statistics. 
yLuis Galdames, op. cit., p. 421. 
§/Amanda Labarca H., op. cit., p. 308. 
y 
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outset of the republican era had considered its function as 
the preparation of a select group for the upper social 
strata, after a century of existence was offering technical, 
commercial, agricultural, and industrial instruction to 
nearly half a million students. 
The condition of Chilean education today is largely 
the result of :the reforms of the 1920's. Implementation of 
the growing belief that education is indispensable to 
national progress has been dependent upon presidents directly 
concerned with social reform. Leadership in this direction 
was provided by Arturo Alessandri, chief executive from 
" 1920 to 1924, briefly in 1925 following a coup d'etat by 
"' Carlos Ibanez, and from 1932 to 1938. Chile's first 
"middle class" president was succeeded in 1938 by Pedro 
Aguirre Cerda, the candidate of the left-wing parties. The 
policy of this Popular Front government was relief for, and 
improvement in the conditions of the working class. 
Educational developments reflected the social con-
sciousness of these liberal governments. Courses were pro-
vided for members of the working class desirous of improv-
ing their education. Specialized schooling received 
greater attention. In 1940 a School of Industrial Engineers 
was created, giving courses leading to a diploma in mechan-
ics, electricity, metallurgy, chemistry, or mining. New 
faculties added to the national university included areas 
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such as agricultural theory and veterinary science, and 
industrial commerce and economy. 
The seeming unity of the left-wing groups was very 
fleeting, however. The rural areas of Chile were still con-
trolled by the conservative land owning class. The election 
of 1952 brought an end to the era of democratic social reform. 
Carlos Ibanez, promoter of the 1925 coup d'~tat, and dic-
tator-president from 1927 to 1931, became once again head of 
the government. Though Ibanez had, while president after 
1927, promulgated many of the reforms advocated by the lib-
erals, his methods earned him the mistrust of the educated 
elements in Chilean society. It was in 1931 under his admin-
istration, for example, that the School of Philosophy and 
Humanities of the University of Chile regained control of 
academic secondary education. It was fortunate for the re-
forms of the 1920's that this situation existed but briefly. 
When Alessandri took office the following year, the Ministry 
of Education reassumed control. 
In 1953 there were enrolled in the secondary schools of 
Chile 95,726 students, a 104% increase over 1940 statistics. 
In the same period the population of the country increased y 
only 22%. On this basis it can justifiably be concluded 
1/Uni~n Panamericana, Estado actual de la Educaci6n Secundaria 
en la Am~rica Latina, segunda edicl6n, Washington, 1957, p. 5. 
The source of the data on enrolment is Conferencia Re~ional 
sobre Educaci6n Primaria Gratuita y Obligatoria en America 
Latina, Lima, Per6, 1956, La Educaci6n Primaria y la Econom!a 
en Chile, Lima, 1956, p. 62. The source of the population 
dita is United Nations, Statistical Office, Demographic Year-
book, 1954, New York, 1954, p. 114. 
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that the school is reaching an increasing sector of the 
nation's population, and thus can play a greater role in the 
efforts of Chilean society to resolve its problems. 
The Ibanez government is faced with the same basic 
problems which, with increasing intensity, have confronted 
previous governments. These problems are most evident in the 
economic condition of Chile, and in part are the result of 
world factors over which Chileans have no control. At the 
same time, however, there is one area in which national pol-
icy can play a highly important role. The great rural 
estates continue to dominate the economic life of the coun-
try. They have long been accustomed to producing for their 
own needs, giving little concern to the requirements of the 
nation as a whole. The relatively inefficient and anti-
quated methods employed severely restrict agricultural out-
put. As but one example of how Chileans could mitigate the 
existing economic crisis and the appalling inflation, 
modernization of farming methods could result in increased 
output which would be likely to lower food prices on the 
domestic market. 
The implications of all this for the educational system 
concern what the school is doing and can do in helping 
Chileans understand their problems and develop programs for 
resolving these problems. This requires much more than--to 
refer to the above example--solely training in agricultural 
methods, important though that is. It necessitates among 
other things an understanding of the society in which one 
lives, the institutions of that society, its relation to 
other societies, and the potential and problems of one's 
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own and other societies. Developing these particular under-
standings directly involves the area of the social studies. 
CHAPTER VIII 
THE SOCIAL STUDIES IN SECONDARY EDUCATION 
1. Secondary Education Today 
The pattern or education in Chile today is a highly .cen-
tralized one, and is an outgrowth or the unitary form of 
national government. Secondary education is under the con-
trol or the Department or Secondary Education of the na-
tional Ministry of Education. Programs of study, approval 
or teaching materials, and supervision or teachers are 
under the direction of this department, which maintains con-
tact with the individual schools largely through inspectors 
sent from the central ministry to the schools. 
Secondary education is taught in liceos {public secon-
dary schools) and colegios {private, including church secon-
dary schools) which provide academic instruction in the 
classical and scientiric areas, and in specialized vocational 
and technical schools. To enter an academic secondary 
school, a student must have completed the six year elementary 
course. The secondary school program is also of six years 
duration, and is basically comparable to the North American 
junior and senior high school programs combined. There are 
two cycles, each or three years, the first providing a gen-
eral education, and the second being specifically directed 
-132-
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toward preparation for university study. 
The basis of the present program in the liceos is the y 
course of study adopted in 1935. Changes which have 
occurred since that date differ with individual schools. 
This is the result of the plan for reform of secondary edu-
cation begun in the late 1940's. Some schools have been 
made liceos renovados. They are reformed secondary schools 
and have more flexibility in developing a curriculum than do 
the liceos B£ renovados, the unchanged schools. 
The Plan Gradual ~ Renovaci6n de 1! Escuela Secundaria 
of 1946 which established the basis for reform justified the 
movement on the knowledge that the liceos were actually dom-
inated by the concept of preparation of the student for the 
university, to the exclusion of other purposes. Furthermore, 
secondary education, by not taking into consideration the 
growing heterogeneity of the school population, was failing 
to satisfy the needs and interests of students. In addition, 
it was giving insufficient attention to character formation, 
citizenship training, and preparation of intelligent con-
sumers. The secondary school was following a rigid and uni-
form plan that failed to consider individual differences. 
Its main objectives were stated in terms of the acquisition 
of knowledge rather than character development. Finally, 
the education imparted by the secondary school, being con-
1/Cameron D. Ebaugh, Education in Chile, Bulletin, 1945, 
Number 10, United States Office ot Education, Washington, 
D. C., P• 49. 
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earned with intellectual aspects of culture rather than the 
development of social and ethical judgment, was not grounded y 
in the interests of society. 
Affected by the reform plan were not only the programs 
of study, but also the organization and internal operation 
of the schools, their teaching methods, system of promotion 
and examinations, and, in effect, everything that contributed 
to the fulfillment of the objectives of the school. The 
reform began with a small number of schools, and is expanding 
as facilities and personnel permit. The program within the 
schools alrea~ undergoing reform is being based largely on 
the plan of operation of the experimental school Liceo 
"Manuel de Salas," which is directly connected with the 
Faculty of Philosophy and Education of the University of 
Chile. 
The curriculum of the reformed schools consists of y 
three parts. The first is the program of general educa-
tion taken by all the students. The second consists of a 
single course entitled ~ Variable, and which is designed 
to develop and guide the special aptitudes of students, 
especially those that will best serve the economic interests 
of the nation. The third part is a specialized program in 
the humanities or in science, which gives students more 
i/Ministerio de Educacian, Plan de Renovacion Gradual de la 
~ducacion Secundaria, Santiago, 1946, pp. 3-5. 
g!For the complete Program of Study see Appendix B. 
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thorough preparation for their future profession. 
In the official program of studies for the first cycle 
the objectives of secondary education are stated in terms 
of moral, intellectual, esthetics, and physical formation, 
ing 
vocational orientation. They are preceded by the follow-
introduction: 
y 
The whole educative process pursues the realiza-
tion of permanent and universal aims at the same time 
that it tries to satisfy the immediate interests of 
the individual and of society. 
The first are expressed through the cultural 
tradition, the historic mission of each people, and 
the requirements of the student's personality in its 
essentially formative aspect. 
The actual and immediate interests are repre-
sented by the ohanging characteristics of society, in 
its varying problems of the social and economic order. 
Regarding Secondary Education, it is evident 
that the harmonious formation of the young student 
must be necessarily realized by means of general and 
humanistic studies, which have constituted up to our 
time the most important content of this branch of 
education. Moreover, as a consequence of the profound 
spiritual and economic transformation experienced by 
society, it becomes indispensable that there be incor-
porated values, conditions, and activities suitable to 
the period and adequate for young generations. 
In accordance with both objectives, Secondary 
Education proposes, as fundamental objectives, the 
moral, intellectual, esthetic, vocation, and physical 
formation of young persons in the period of adoles-
cence. These goals must be fulfilled within a cri-
terion of perfect human integration, in order to 
!JUNEsco, op. cit., p. 160. 
-g/Rep~blica de Chile, Ministerio de Educacitn Publica, Pro-
gramas de estudio del trimer ciclo de humanidades, Imprenta 
Nascimento, Sant1ago,952, PP• 7-8, hereafter referred to 
as Programas de estudio. 
satisfy harmoniously as many of the requirements 
of the individual as of society. 
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The concern of the Ministry of Public Education with 
"permanent and universal aims" indicates that the basic 
educational objectives do not grow out of society, but exist 
independent of current social realities. They appear to be 
regarded as different from the "immediate interests of the 
individual and of society." The school should be concerned 
with these latter interests, but should not confuse them with 
perennial, unchanging goals. 
The official statement recognizes a distinction between 
the "cultural tradition" and the needs of the adolescent on 
the one hand, and the problems of society on the other hand. 
It would appear to follow from this, that the content of the 
social studies will make no attempt to explain current 
problems in terms of previously existing conditions and the 
needs of individuals. The following chapter will attempt to 
indicate the extent to which this takes place in actual 
practice. 
There is also in the ministry's statement a commitment 
to classical studies in the humanist tradition. These 
studies are justified on the basis of having been considered 
important in the past. Thus neither the source of objectives 
nor the content of courses are derived from the society in 
which the school exists, although once the objectives and 
content are established, an attempt is made to relate them 
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to social realities. 
With regard to the specific objectives, the one given 
y' 
first consideration is moral formation: 
Moral formation should be attained by means of 
understanding of, adherence to, and practice of the 
basic ethical values of our culture. It is inspired 
through those concepts and ideals of historic reality 
which signify respect for the human being and his 
attributes, and devoted honor for the family, the 
native country, humanity, and other permanent spir-
itual values. 
Moral formation must stimulate the ennoblement 
of the personality, developing the noble impulses, 
the spirit of sacrifice and of love for our fellow 
men, adherence to truth and the constant desire for 
improvement. The practice of these ethical values 
must be oriented, then, toward the formation of 
ideals and habits which dignify the human state and 
make more friendly and beneficial the collective 
life. 
From this statement it is evident that moral values are 
considered as unchanging. They are not to be criticized or 
evaluated, but simply understood, adhered to, and practiced. 
They are unquestionable. Their existence is independent of 
society, and moral formation is not necessarily socially 
oriented. The practice of moral values will result in a 
"more friendly and beneficial" society, but the society 
itself does not affect these values. Morality thus is con-
sidered as a matter of absolutes which remain independent 
of social realities. 
Intellectual development, stated as a second objective 
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is considered as necessary for proper attitudes. 
y 
Intellectual formation must seek the development 
of the highest functions of thought, as the capacity 
for abstraction and generalization, for analysis and 
synthesis, for logical and critical coordination, 
indispensable not only in obtaining a basic culture, 
but also to discipline the mind and permit a clear 
judgment in the exercise of duties and rights, the 
intellectual base for a righteous and responsible 
conscience. 
In view of the fact that both moral and intellectual 
formation are concerned with the individual's actions, it 
would appear that they should be interrelated. That they 
are not is possibly another indication that moral values 
should not be subjected to critical evaluation. Esthetic 
development is also discussed as though independent of these y 
other areas of growth. 
Esthetic formation should procure understanding, 
appreciation and respect for the values of art so that 
it contributes to the channeling of emotional life, to 
the development of imagination, and to the elevation 
of ideals, at the same time that it provides higher 
forms of recreation, both individual and social. This 
formation will be realized through the study of history 
and the theory of art, and especially through the 
active participation of the young in tasks Which give 
them an appreciation and enjoyment, and even their own 
artistic creations. 
The desire for the active participation of the student 
is to be noted in this objective, but again there is little 
relation between this area of growth and those areas pre• 
viously referred to. Recreation is the only social activity 
!Zfbld., PP• 8-9. 
g/,Ibid., p. 9. 
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with which esthetic development is here concerned. There is 
lacking a consideration of general social benefits, such as 
well planned buildings and neighborhoods, that might result 
from achievement of this objective. This is doubtless due 
to the fact that these educational aims have been stated in 
terms of the individual student, rather than in terms of 
cultural realities which affect groups of persons. 
This emphasis on the individual is especially evident y 
in the following objective for physical education. 
Physical education should contribute to the 
maintenance of health, to favor a balanced organic 
development, and to offer opportunities for healthy 
relaxation; it should avoid all excessive activity 
on the part of the young that might provoke, with 
regard to his physical condition, fatigue, hyper-
trophy, or illness, and with regard to his psycho-
logical condition, vanity, violence, or feebleness 
of personality. 
The final objective, also stated in terms of student 
development, is concerned with providing a vocational y 
orientation. 
The vocational orientation should be expanded 
to discover the fundamental aptitudes, interests, 
and inclination of the young student, in order to aid 
the harmonious unfolding of his personality, channel-
ing his aptitudes in accordance with the professional 
opportunities which actual conditions can make avail-
able to him. Vocational orientation has an educative 
function in the school. In order to determine apti-
tudes, the most varied opportunities, not only of an 
economic nature, but also artistic, intellectual, or 
y!bid., P• 9. 
g/.Ibid., PP• 9-10. 
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social must be made available. To achieve this objec-
tive a complementary plan of studies and activities 
has been established, besides which, it signifies the 
inclusion of specialized professional tasks. 
In summary, the objectives for secondary education are 
consistently stated in terms of the development of the indi-
vidual student. They are based on values derived from a 
source other than present-day Chilean society, and reveal an 
absence of consideration for the goals of that society. 
Their strength appears to lie in the attention given to 
areas of growth other than solely the intellectual, but note-
worthy is the failure to consider the individual as a social 
being. 
The experimental schools, possessing a degree of autonomy 
within the framework established by the Ministry of Education, 
have developed statements of objectives to supplement the list 
for the nation as a whole. 
, 
The Liceo ~ Experimentacion Juan 
Antonio Rios includes the following objectives in the informa-
Y tion manual and notebook distributed to the students: 
a) To satisfy the needs of the adolescent; 
b) To contribute to the development and 
improvement of his personality; 
c) To give him the cultural understandings 
necessary for his intellectual and vocational 
development; 
d) To orient him toward economic efficiency; 
1JL!ceo de Experimentaci6n Juan Antonio Rios, Libreta de 
Comunicaciones y Manual de Informaci6n, Santiago, Chile, 
P• 5. 
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e) To aid the student in understanding the world 
in which he lives; and 
f) To prepare him for citizenship in a demo-
cratic society. 
The consistency of these objectives with those of the 
Ministry of Education is evident through their emphasis on 
the individual. The organization here, however, makes more 
understandable the relationship between the various areas as 
designated by the ministry. In the satisfaction of the 
individual's needs all areas are involved. The same holds 
true for the development of personality. Furthermore, 
explicit in this statement of objectives is a recognition of 
the individual as living in a social setting which he should 
be aided in understanding (objective "e") and a commitment 
to a democratic society (objective "f"). 
At the Liceo Experimental Manuel de Salas faculty 
members checked off nearly all the objectives on the survey y 
sheet form and added several others. Some of the addi-
tional objectives were as follows: 
1. To contribute to the formation of ideals 
2. To develop the critical spirit 
3. To acquire an awareness that the social life is 
not static, but is dynamic 
4. To contribute to the formation of ethical ideals: 
tolerance, cooperation, a courageous spirit, a 
sense of economy 
1/See Appendix C. 
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5. To develop a patriotic and American spirit 
6. To know the riches that can be round in one's 
own community 
The experimental schools are authorized to develop cer-
tain phases or their own programs, but, with the exception 
o£ the Liceo Manuel de Salas which is attached to the Uni-
varsity or Chile, their operations are very similar, varia-
tions usually resulting £rom the availability or special 
facilities, materials, and personnel within each school. 
Even the program of the Liceo Manuel de Salas is in several 
basic respects similar to those of the other schools. Some 
or these will be considered in the £ollowing chapter. Be-
cause or the need to qualify their students ror entrance into 
a university, the private schools closely £ollow the of£icial y 
program. 
Within the total plan of secondary studies the Ciencias 
Sociales £ ~·1! Cultura (Social or Cultural Sciences} per-
form a highly important role, " •••• because they race problems 
which are related directly to man as a spiritual being, and 
to his historic destiny, within the £amily, in soc~ in 
general, and in the same period in which he lives. 
l/Public secondary schools enrolled 53,133 students in 1951. 
Yn the same year private secondary schools enrolled 27,664, 
or slightly over half the public school total. These figures 
do not include the approximately 50,000 students in special-
ized schools o~fering vocat~onal courses. Chile, Direcci6n 
General de Estad!stica, Estad!stica Chilena, Santiago de 
Chile, 1952. (As cited in UNESCO, op. Git., p. 163.) 
2/Republica de Chile, Ministerio de Educacion ?6blica, 
Frogramas de estudio, p. 10. 
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These sciences include languages, history, and geography, 
and have the same basic objectives as do the other sectors of 
the curriculum, namely, " •••• moral, social, and civic develop-
1/ 
ment; •••• " They contribute to the strengthening of char-
acter through developing personality in accordance with the 
ideas and traditions of democratic institutions. While the 
study of nature supplies the tools needed to arrive at the 
understanding and control of the physical world which sur-
rounds the student, the study of languages and history, when 
related to the spiritual forces of the individual and of y 
society, awakens a sense of duty and human dignity. 
This grouping of subjects does not carry over to the 
courses taught in the schools. Eleven separate courses are 
taken by the first year students, and this number increases 
:§./ 
in succeeding years. Consideration will now be given to 
those subjects which constitute the social studies. 
2. The Social Studies 
The educational reforms of the late 1940's had the effect 
of challenging the traditional subject matter barriers in the 
social studies area. The term estudios sociales was intro-
duced into the curriculum of the experimental schools. It 
yfbra., P· to. 
g/Ibid., P• 11. 
£/See Appendix B. 
144 
was proposed that "Social Studies" be a distinct course, 
drawing its material ~rom general and Chilean history, civic 
education, geography, political economy, psychology, sociol-
1/ 
ogy, and the history o~ art and literature. Related to 
this course would be student governments and the encourage-
ment o~ student participation in the planning o~ the varied 
aspects o~ school li~e. 
The experimental schools di~~ered in the extent to which 
changes were made in the basic program. The Liceo de Experi-
mentaci~n Juan Antonio Rios, which opened in 1946 as one 
gJ 
phase o~ the plan ~or re~orming secondary education, 
included a course Estudios Sociales in its curriculum while 
at the same time maintaining as a separate subject History 
and Geography o~ Chile, The Liceo Experimental Manuel de 
Salas employs the term "social studies" for course offerings 
that include Chilean history. In this school the title 
"Professor of Social Studies" is given to teachers of civic 
education, geography, history, and political economy. 
While the experimental schools have varied in their 
adoption of the designation "social studies," the regtilar 
program o~ the Ministry of Education ~ails to mention it, 
preferring to maintain the distinction between the separate 
social sciences. This program serves more as a re~erence, 
1/Cameron D. Ebaugh, op. cit,, p. 23. 
g/Liceo de Experimentaci6n Juan Antonio Rios, op. cit,, 
p. 5, 
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than a directive wbich is to be followed in detail, and thus 
implementation varies with individual schools. 
As established by the Ministry, a course entitled His-
tory and Geography is to be taken in each of the six years 
of secondary education. The actual title is misleading, 
for in reality they are two separate courses, divided 
between them the weekly allotment of class hours. In each 
of the first three years, for example, two of the three 
class hours are assigned for history, and the third for 
geography. 
Two additional courses in the first cycle (the first 
three years) of secondary education which qualify, on the 
basis of their content, for consideration in the social 
, 
studies area are Educacion para ~ Hogar and Consejo de 
Curse. The first is a program of instruction for girls. 
While its major emphasis is on aspects such as sewing, 
cooking, and child care, attention is given to consumer edu-
cation. Types of purchases, factors affecting prices, and y 
budgeting are studied. This course has a narrower scope 
than the one with a similar name in the Peruvian program, and 
more closely resembles home economics instruction in the 
United States. Its concern with consumer education, how-
ever, justifies considering it in the social studies area. 
The program of studies list Consejo ~ Curse as a 
!fRep~lica de Chile, 
Programas de estudio, 
~ /_ Ministerio de Educacion PUblica, 
p. 249. 
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course meeting one hour per week throughout the six years of 
secondary education. In contrast to the traditional subject 
matter course, the Consejos ~ CUrso employ a form of organ-
ization similar to that of student councils in the United 
States. The program is designed to create opportunities for 
student participation outside of the limits of individual 
subjects. It seeks to give students experience in making 
decisions affecting themselves and their school. The basic 
objectives of the Consejos de CUrso in the Liceo Experimental 
-y 
Manuel de Salas are as follows: 
A. To give students opportunity to form ideals 
and aptitudes which mark a progressive development 
of their personality and a contribution to the develop-
ment of the social group in which they function. 
B. To tend to widen the general culture of the 
students beyond the limits of the school program. 
c. To prepare the students to exercise their 
rights, fulfill obligations, and assume responsibili-
ties, through direct and continuing participation in 
individual and group activities. 
D. To promote all those activities that tend to 
adapt the student to his educational orientation, in 
accordance with his specialties, capacities, interests, 
and aptitudes. 
E. To create an environment of mutual understand-
ing between teachers and students. 
These objectives appear to indicate that the functions 
of the "course councils" are similar to those of guidance 
programs in NoDth America. Among the students of each 
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particular school year committees are established to consider 
issues pertinent to both the students and the school. For 
example, first year students 
de Salas have the following 
in the Liceo 
committees: 
y 
Committee on Dress and Cleanliness 
Committee on 
Social Cooperation y 
Cultural Extension 
Committee on 
Committee on Discipline 
Committee on Sports 
Experimental Manuel 
Because of its direct concern with inter-person and 
inter-group relations, the Consejo de Curso is included in 
this consideration of social studies. 
Objectives for the social studies courses in history and 
geography are closely related to content divided into partes 
in the official program, and into unidades (units) in the 
experimental school programs. They will, therefore, be dis-
cussed in the chapter on the content of the social studies. 
In Chilean education to date, the social studies are still 
thought of as subjects, separate or combined, but not as 
problem concerns which people attack together, and which 
might lessen one of society's more obvious tensions. 
yfbid., p. 18. 
2/This committee is responsible for such phases of school 
Tife as discussions, library facilities, and inter-school 
relations. 
CHAPTER IX 
THE CONTENT OF THE SOCIAL STUDIES 
IN THE REGULAR PROGRAM 
The content of secondary school social studies can 
be divided into two categories: (1) the content materials 
approved by the Ministry of Education for use in the liceos 
~ renovados, and (2) the materials approved for the exper-
imental schools. In the unchanged schools this content is 
organized as the course History and Geography. In the 
liceos ~ experimentaci6n it is known as Estudios Sociales. 
Although there are 117 regular liceos and only seven experi-
mental ones, the equal division ot emphasis in this research 
study is not disproportionate to the attention given to each 
program by Chilean educators. The aim of the total plan is 
the gradual adaptation of secondary education to social 
changes in Chile. The experimental program is only a pro-
visional one, and it is not assumed that its present form 
will be the one eventually adopted for secondary schools y 
throughout the country. Changes have already been made 
in the original experimental program, as will be indicated 
!/These polrits were made by Senora Luisa Zamorano, Director 
of Secondary Education, before a group of North American 
educators in Santiago, Chile, 2 September 1958, and are 
stated here with her verbal permission. 
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in the detailed study of the content of that prograrn. This 
chapter discusses the unreformed social studies program. 
It has been stated that the course History and Geogra-
y' 
phy in actuality consists of two unrelated sections. 
These sections have the same fundamental objective, the 
teaching of both performing " •••• the outstanding role which 
gj 
pertains to the formation of personality." At various 
periods during the school year both subjects are consider-
ing the same area, but nowhere in the official program is 
there explicit indication that same form of correlation 
should be attempted. 
The organization of the history content has been 
determined by two basic considerations. First, to bring 
out the greatest educative value of history, the historical 
method, developed through the centuries, would be used in 
teaching. Secondly, to facilitate the learning of past 
events in the order of their occurrence, the chronological y 
pattern would be employed. As presented in the program 
of studies for the first cycle, the course History is 
divided into years, each year consisting of at least two 
parts further subdivided into sections. Within each section 
objectives, content, and teaching instructions are listed. 
ysee p. 145. 
g}Republica de Chile, Ministerio de Educacion Publica, 
Programas de estudio, p. 38. 
~Ibid., pp. 36-37. 
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The basic outline for the first year of study is as follows: 
I. 
II. 
III. 
IV. 
Part One 
Man and Natur~ 
Panoramic Study of the Primitive Civili-
zations which Developed in the Regions 
of the Mediterranean World 
Greece and the Greeks 
Rome and the Romans 
Part Two 
History of America and Chile 
I. Discovery and Conquest of America 
II. Discovery and Conquest of Chile 
This outline is chronological in the sense of proceed-
ing from earlier to more recent cultures and events, but 
because of the centuries omitted between the two parts, it 
could also be considered as organized topically. The ab-
sence of any great pre-Columbian cultural development in 
Chile is no doubt responsible for the secondary school be-
ginning its social studies with a consideration of European 
antecedents rather than, as in the case of Peruvian educa-
tion, with the aboriginal Americans. 
The first section of Part One begins with climatic 
zones and the natural life characteristic of each zone. 
The movement of primitive groups in search of food, the 
development of different racial strains, and the transfor-
1J!bld., pp. 39-50. 
g/It will become evident from the ensuing discussion of the 
content within this section, that its title can be mislead-
ing, it being a phrase encompassing a great variety of 
concepts. 
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mation of customs through the use of fire, domestication 
of animals, the use of metal, and inventions such as the 
wheel provide the content for the remainder of the section. y 
The objectives here are: 
A. To appraise the different conditions exhibited 
by nature for the development of human life, and 
to show how ways of living are related to the 
natural environment. 
B. To interest students in technical development in 
its first forms. 
These aims are not concerned with the assimilation of 
content, but rather with appreciations, attitudes, and under-
standings. This observation is equally applicable to suc-
ceeding sections of content. 
Included in the study of primitive civilizations are 
the Egyptians, Pheenicians, and the Israelites. The impor-
tance of the Nile in Egyptian life is stressed. Cultural 
developments as reflected in architecture and the system of 
writing are considered. Egypt is characterized as an agri-
cultural society, in contrast to the maritime culture of 
Phoenicia. The role of the Phoenicians in settling the 
southern coast of Europe is pointed out, The study of the 
Israelites is based mainly on the development of their 
culture, with emphasis on the concept of one God and the 
importance of the Decalog, The objectives for this section y 
are: 
yibra., P· 39. 
g/Ibid., P• 40. 
A. To awaken the interest of the student in the 
nature and origin of higher techniques: writing, 
architecture, navigation, etc. 
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B. To introduce the first ideas of what are, histor-
ically, the State, Art, Religion, etc., presenting 
their influence on the total life of a people. 
It would appear from these objectives that stress is to 
be placed on social institutions and practices found in most 
societies, rather than on the peculiarities of any particu-
lar culture. In the third section, for example, two objec-
tives are stated in terms of issues which are important 
today, namely, the relation of people's lives to the ideals y 
which they hold: 
A. To present the Greeks as a people who tried to 
establish an ideal of humanity through their 
culture of the spirit and the body. 
B. To point out the Greek city as a type of State 
in which the citizens are educated in conformity 
with a civic and military ideal, appraising this 
educative function of the State, and at the same 
time the liberty of the citizens. 
c. To promote an interest in some aspects of the 
art and science of the Greeks, especially for 
Homeric poetry, architecture, the mechanics of 
Archimedes, etc. 
The content used in achieving these objectives consists 
basically of (1) geographical factors affecting the Greeks, 
(2) The Greek people: Dorians and Ionians, (3) life in 
Sparta, (4) life in Athens, and (5) Alexander the Great and 
Hellenic expansion. The development of Greece is shown to 
be the result of the association of different human elements 
ytbid., P• 43. 
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which, because of common desires to better themselves, unite 
with one another. The study of Athens and Sparta serves to 
reveal the rights, duties, and functions of citizens in dif-
ferent societies. Comparison is made between the obligations 
of the Greek citizen and those of people today. 
Just as emphasis is put on the natural environment of 
the Greeks, the importance of the Italian peninsula to the 
growth of Rome is stressed in the fourth section. Subject 
matter here includes the Roman people, the monarchy, the 
republic, the empire, and the development of Christianity, 
including study of the life of Jesus. The objectives for y 
this section are as follows: 
A. To show how Rome organized an Empire that comprised 
a great part of the Hellenistic East and the Euro-
pean west, giving a civilized unity to this whole 
B. To present the Roman Empire as a Universal Empire, 
to which were attracted the cultures around the 
Mediterranean, and out of which comes the future 
course of Universal History, 
C. To locate the area of Europe within this Empire, 
showing it to be the bearer of western-Christian 
civilization to America. 
This third objective tends to bridge the gap between 
the material studied in each part of the first year pro-
gram, Content that would be used in achieving this goal is, 
however, absent from the section on Rome, having been in-
eluded in the first section of Part Two. 
The centuries of development in western Europe between 
lJfbia., PP· 44-45. 
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the fall of the Roman Empire and the discovery of America are 
not studied in the first year. The chronological pattern is 
not departed from completely, however, for Part Two begins 
with a consideration of Spain as a Roman province, and dis-
cusses the Germanic invasions of Spain, the Visigoths, and 
the Arabs. Spanish history is studied through the period of 
the conquest of Peru. The explanatory information for the 
teacher emphasizes that: "The Catholic Kings symbolize the 
concept of the territorial, administrative, and moral unity 
of the Kingdom. They represent, furthermore, the first 
11 force in favor of overseas expansion." 
Columbus is, naturally, to be considered the central 
figure in the discovery of' America. Attention is to be 
given to the effect of' this discovery on the European nations 
bordering the Atlantic Ocean, and on the cities of' the Medi-
terranean. The objectives for this section are three in y 
number: 
A. To explain the formation of' the Spanish people, 
and to bring out the cultural elements (Latin 
language, Catholic religion, etc.) which these 
people brought to America. 
B. Location and characteristics of the principal 
aboriginal cultures of America. 
c. To emphasize that the discovery by Columbus was 
an outstanding exploit, and to show its sig-
nificance for the enlargement of Universal 
Geography and History. 
!/Ibid., P• 48. 
g/Ibid., pp. 46-47. 
This last objective implies a need for relating the 
study of history with that of geography. The possibility 
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of correlation increases during the last section of the 
year's work in history. Here are studied the discovery and 
conquest of Chile. At the same time, the pupil is studying 
his native land in geography. There is, however, no provi-
sion for, or consideration of correlation. 
The subject matter of the final section in history in-
cludes consideration of the Araucanians and other aboriginal 
groups. The outstanding conquistadores Almagro and Valdivia 
are studied along with the expansion of Spanish control and 
the establishment of cities. The stated objectives for this y 
section are as follows: 
A. To locate the principal indigenous peoples of Chile 
and to interest the student in the study of their 
customs. 
B. To evaluate the conquest as an enterprise resulting 
from the individual efforts of Pedro de Valdivia 
and his companions. To point out the military vir-
tues of the Spaniards and their capacity to domin-
ate and organize a territory. 
Thus the first year course covers ancient history, 
Spain through the fifteenth century, and the discovery and 
conquest of America, ending with the coming of the Spaniard 
to Chile. The growth of European civilization following the 
collapse of the Roman Empire is postponed until the following 
year, but the inclusion of Spanish history maintains a sense 
1/fhid., pp. 48-49. 
of chronology and connects the two parts of the course. 
In the second year the study of European history is 
resumed, and covers the centuries from the fifth to the 
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eighteenth. In the latter part of the year the growth of 
the American colonies is also carried up to the eighteenth 
century, thus enabling the student to see the relationship 
between events on both sides of the Atlantic. The second 
year of study is ol'anized into 
following outline: 
five parts according to the 
Part One: The Middle Ages 
Part Two: The Modern Age 
Part Three: The Period of Absolutism 
Part Four: America -- The Colonial Period 
Part Five: The Colonial Period in Chile 
The work of the year begins with the invasions and de-
struction of the Roman Empire. Part One also covers the 
Carolingian Empire, feudalism, the period of the crusades, 
and the commercial life of the Mediterranean area. The 
stated objectives here are 
in history during the three 
the most extensive 
year cycle: 
y of any section 
A. to point out to the student how the European cul-
ture arose from the contact of Germanic elements 
with the Greco-Roman culture and the Church. The 
student should become interested in knowing the 
significance of each of these elements. Thus he 
will be able to appreciate the extent of the Latin 
1/Ibid., pp. 50-61. 
g/Ibid., pp. 50-51. 
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influence in the persistence of this language and 
in the formation of the romance languages; the im-
portance of Germanic influence in the organization 
of monarchies and domains; and that of the Church 
in the medieval religious and political unity. 
B. To awaken the interest of the student in the customs 
of social classes, especially through subjects re-
lated to the castle, chivalry, the manor, etc. 
c. To make clear the significance of ecclesiastical 
influence in spiritual, social, and economic life. 
D. To interest the students in understanding the 
Crusades and the Mohammedan customs. 
E. To establish the importance of commerce, especially 
in the formation of the cities of northern Europe 
and the great ports of the Mediterranean. Then the 
widening of the geographic horizon towards the 
East. 
These objectives do not appear to have received the care 
in development that was evident in the statements of the 
first year. Both in quality and size they differ decidedly 
from one another. As it is written, the fourth objective 
lacks the importance of both the first and last statements. 
Furthermore, the third objective is really included in the 
first one. 
Part Two of the second year, The Modern Age, discusses 
the period through the Reformation. The section is introduced 
with a consideration of the inventions of the compass, 
printing, and gunpowder, and their consequences. Marco Polo, 
the trade in spices, and the opening of new sea routes are 
included in the content. The Renaissance is studied, with 
the emphasis being placed on Italy. The teaching instructions 
cite the showing of illustrations as indispensable to 
158 
instruction on Renaissance achievements. The section con-
eludes with the religious Reformation Which is to be taught 
as a movement which " •••• had its origin in the desire of 
some Nordic peoples of Europe to establish national 
y' 
churches, •••• " and the Counter-Reformation, in which the 
Society of Jesus is stressed, 
The manner in which the Reformation period is to be 
treated appears to indicate that instruction is oriented in 
favor of the Roman Catholic Church, which is the dominant 
religious institution in Chile. That nationalism during the 
Renaissance and post-Renaissance period often manifested it-
self in the desire to establish a church independent of Rome 
cannot be questioned, That this was the major reason for the 
Reformation, as the official program of studies maintains, 
is, however, open to serious debate. 
The religious point of view is not so evident in the 
stated objectives as in the instructions to teachers. These y 
objectives are as follows: 
A. To show the student how the European of the 
Renaissance period felt about the beauty of ancient 
culture, how he appreciated the Christian values, 
and tended to be inspired by both sources, adapting 
them to the period in which he lived. To interest 
him in the art and science of the Renaissance, and 
to bring him, insofar as possible, to an under-
standing of the concept of humanism. 
B. To emphasize the importance of the religious 
1/Ibid., PP• 55-56. 
g/Ibid., PP• 53-54. 
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struggles of the sixteenth and seventeenth centuries 
in the formation of great national States. To appre-
ciate the value which religious tolerance holds. 
It is noteworth that religious tolerance is included in 
the objectives for this section, but is not mentioned in 
either the outline of material tq be covered or in the teach-
ing instructions. 
The third and shortest part of the second year's work 
considers the origins and development of absolute government 
in Spain, France and England. There is but a single stated y 
objective: 
To explain the tendency of the great modern monarchies 
towards an absolutist regime, and their fight against 
feudalism, thus bringing closer to the student the 
importance of the internal political conflicts in the 
different states. 
The teaching of this section stresses the alliance of 
the kings with the wealthy middle class, and the importance 
of gunpowder and armies of mercenaries in strengthening the 
position of the national rulers. With the study of Philip II 
of Spain, the English Tudors, and Louis XIV in France, the 
student has been brought up to the eighteenth century. For 
the remainder of the school year he studies the history of 
his own nation up to the same period. 
Part Four discusses the English and French in North 
America, and the Spanish colonial administration throughout 
the hemisphere. Emphasis is on the administrative, economic, 
and social organization of Spanish America. The objectives 
yfbid.. p. 56. 
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y 
are as follows: 
1. To have the students appraise the organizing 
ability of the European powers which were responsi-
ble for the colonization of American territory. 
2. To establish America's contribution to the economy 
of each of these powers. 
3. To point out the value of the eagerness of the 
Spanish people to spread the Christian culture of 
the west over the American continent. 
The study of North America emphasizes the differences 
between the colonies of Virginia and New England, and be-
tween the English and French colonial ventures. With re-
gard to Spanish colonization, stress is put on the ability 
of the Spaniard to surmount every obstacle as he established 
the fundamental ideas of Christian and western culture in 
America. 
The final section of the second year course covers the 
colonial period in Chilean history. Chile is studied not 
as an isolated and completely formed state, but as a depen-
dency of the Viceroyalty of Peru and of the Spanish monarchy. 
The content is divided into four parts, the first of which 
discusses the southward expansion of the Spaniards and their 
wars with the Araucanians. The second part includes the 
native peoples and the contribution each makes in the forma-
tion of the Chilean nationality. The administrative, politi-
cal, and religious institutions are analyzed in the third 
l/Ibld., pp. 5?-58. The objectives for Part Four are num-
oe~in the official program, rather than designated by 
letters as in all other parts. 
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part, while the fourth discusses cultural progress as evinced 
by the founding of the university and by literary efforts. 
The objectives of this 
ing to the division of 
section are four in number, correspond-
the content: Y 
A. To appraise the spirit of great individual incentive 
which made possible the conquest, the foundations, 
and the establishment of bases of Spanish culture in 
Chile; to appraise the valor and capacity of the 
Araucanians and the Spaniards. 
B. To note the importance of the influence of each 
people on the formation of the nation. 
C. To bring the student closer to an understanding 
of the significance of institutions in the life of 
a people. 
D. To enliven the historic sensitivity through an 
understanding of some of the literary remains and 
monuments of the past. 
This material completes the work of the second year, 
leaving to the third year the task of bringing the history 
of Europe and Chile up-to-date. Also introduced in the 
third year is the history of the United States. The basic 
outline for the final year of the first cycle is as fol-
Y lows: 
Part One 
The United States of North America 
!Jtbid., PP• 59-60. 
g/Ibid., pp. 61-73. 
Part Two 
Contemporary Europe 
Part Three 
Contemporary Chile 
I. Chile at the Beginning of 
the Nineteenth Century 
II. The Authoritarian Republic 
III. The Liberal Republic 
IV. The Parliamentary Republic 
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The study of United States history begins with a review 
of the struggle between the French and English for control 
of North America. Factors which later determine the various 
population elements, the characteristics of the government, 
and the relative local autonomy are stressed. Consideration 
is given to the different activities of the northern and 
southern colonies. In the study of the independence period 
attention is given to Washington and Franklin. The Declara-
tion of Independence is studied for its universal value, and 
the Constitution for its application of the federal system. 
It is pointed out in the instructions for the teacher that 
the material on the nineteenth and twentieth centuries can 
be organized by problems, same of the more important of which 
are territorial expansion, economic development, and inter-
vention in world affairs. The slave question is studied, 
not only for its own value, but as evidence of the person-
ality of Lincoln. The objectives of the study of the United y 
States are as follows: 
A. To evaluate the North American sense of democracy, 
and its ideal of equality, and the development of 
the trend from Washington to Lincoln. 
B. To stimulate interest in the value of the individ-
ual initiative of the North Americans, particularly 
yrbid., P. 61. 
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with regard to the westward expansion. 
The study of the United States appears to stress the 
development of the country in the decades following indepen-
dence rather than its position and problems today. Essen-
tially the same situation exists with regard to the section 
on contemporary Europe. The content includes the French 
Revolution and the Napoleonic Era, the Congress of Vienna 
and the liberal and nationalistic movements of the first 
half of the nineteenth century, the industrial revolution, 
nineteenth century imperialism, and a brief description of 
the world wars and their effect on the distribution of power 
among the leading nations. The section ends with a consid-
eration of the cultural importance of Europe in the sciences, y 
letters, and arts. The objectives are these: 
A. To praise the democratic ideals of the French 
Revolution. 
B. To interest the students in the character of 
Napoleon. 
c. To reach an understanding of the ideals of liberty 
and the sense of nationalism of the nineteenth cen-
tury, and to show their relation to the Spanish-
American Revolution for Independence. 
D. To show how the exterior aspects of life changed in 
the nineteenth century, due to technology, and how 
the horizon of universal history has been expanded, 
that in the eighteenth century it was almost only 
the European continent, while in the twentieth it 
embraces all the continents, as a result of commer-
cial expansion, the world wars, and the independence 
movements of diverse peoples. 
The instructions suggest that in order for the students 
Ytbid •• P• 63. 
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to understand better the changes that have occurred in 
European history, comparisons should be made between the 
great powers of 1815, 1914, and 1950. It is also important 
that they have an idea of why these changes have come about. 
In the treatment of the cultural importance of Europe biograph-
ical works are consulted, and art treasures are studied by 
means of illustrations of various types. 
Part Three consists of a detailed study of Chile from 
the beginning of the nineteenth century through the third 
decade of the twentieth. The content consists of the follow-
}:/ 
ing major sections: 
I. Chile at the Beginning of 
the Nineteenth Century 
1. Causes of Independence 
2. Condition of Chile at the beginning of the nine-
teenth century 
II. The Authoritarian Republic 
1. The decade of Don Jose Joaquin Prieto 
2. The decades of Don Manuel Bulnes and Don Manuel 
Montt 
III. The Liberal Republic 
1. ~e decade of Don Jose Joaquin Perez 
~ere appear two sections which have been left 
unnumbered and untitledJ 
4. Government of Don Domingo Santa Maria 
IV. The Parliamentary Republic 
1. Domestic politics 
2. Foreign relations 
3. Economic and Social development 
4. CUltural development 
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This organization is chronological, the sections having 
been determined on the basis or distinct periods in Chilean 
history. The period of parliamentary control, with which 
the fourth section is concerned, came to an end in 1924. 
Thus the study of the national history is not brought up to 
the present in the first cycle or humanities. This is lert 
ror the last three years of secondary education. 
The objectives or the final part of the year's work in 
history stress patriotism and citizenship. They are as y 
follows: 
To raise a reeling or patriotism among the 
students so that there will be f'ormed in them a real 
respect for the Fathers or the Country and ror all 
those eminent citizens who gave us liberty and 
iPationalJ organization. 
To introduce them to the understanding and opera-
tion or our democratic institutions. 
To form in them a conscience of good patriotism 
as the base of a truly ethical citizen. 
To awaken in them the desire to comprehend those 
problems which constitute the basis of our political, 
social, economic, and cultural organization. 
In one respect these objectives do not appear to be 
related to the content. The emphasis on patriotism is quite 
evident in the goals ror this section, but it is absent rram 
both the outline of material and the statements on the teach-
ing of that material. The objectives throughout the three-
year cycle have been consistent in nearly all instances with 
1/Ibid., pp. 66-67. Unlike the other sets or objectives, 
th~ne is neither numbered nor lettered. 
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the content covered. They have been concerned largely with 
appreciations, attitudes, and understandings. Assimilation 
of content is not one of the stated aims of history. 
The chronological arrangement of the material, followed 
in all three years, is designed to give the student who 
leaves school after his third or fourth year " •••• a better y 
perspective of his national history." The student who 
continues on in school will in the second cycle consider 
more thoroughly the problems and issues raised in the first 
three years. 
The content of geography for the first cycle reveals 
little evidence of being organized with consideration for 
the course in history. While the ancient world is studied 
in history during the first year, the following material y 
is covered in geography: 
I. General Geographic Concepts 
The World in the Universe. Composition of the 
Terrestrial Globe. Terrestrial relief. The sea, 
lakes, and rivers. The atmosphere. Vegetable and 
animal life. Man: his distribution over the surface 
of the Earth. Races, languages, and religions. Mod-
ifications of the earth's surface caused by men. 
Different civilizations which exist of the surface of 
the Earth. 
II. Geography of Asia, Africa, and Oceania 
A. Geography of Asia: 
General statements. Siberian region. Region 
of the Monsoons. Region of the Central Plateaus. 
Western region. The East Indies. 
yihid., p. 76. 
g/,Ibid., PP• 75-76. 
B. Geography of Africa: 
General statements. The Atlas region. 
The Sahara Desert. The Western Region. The 
Equatorial Region. The Austral Region. The 
country of the Nile. 
c. Geography of Oceania: 
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General statements. Australia. New Zealand. 
Melanesia and Polynesia. 
III. Elementary Geography of Chile 
1. General statements. 2. The Desert Region. 3. 
Region of the Transversal Valleys. 4. Region of the 
Longitudinal Valley. 5. Region of the Straits. 
This outline makes quite evident the almost total lack 
of any relation between history and geography. In view of 
the fact that no attempt has been made to correlate the work 
in these two courses, where similarities do occur, as at the 
end of the first year and especially in the second, they may 
be considered as coincidental. The second year programs in 
both history and 
specific outline 
geography cover Europe and America. 
1:1 in geography is as follows: 
I. Geography of Europe 
The 
1. General Statements. 2. The Eastern Region. 
3. The Central Region. 4. The Mediterranean Region. 
5. The Northern Region. 6. The Western Region. 
II. Geography of America 
1. General Statements. 2. Canada and the United 
States of North America. 3. Mexico, Central America, 
the Antilles. 4. Brazil and the Guianas. 5. The 
Andean Countries. 6. The Countries of the Plata. 
Considering that there is only one class a week in 
geography, in the first two years the student has the oppor-
Yibld., PP· 76-77. 
168 
tunity to gain a familiarity with, but not a thorough under-
standing of the various world regions. Not until the third 
year is there intensive study of a single area, The follow-
!/ ing is the outline for the final year of the cycle: 
I. Geography of Chile (Physical, Economic, and 
Political) 
1. General statements. 2. The Desert Region. ~. 
Region of the Transversal Valleys. 4. Region of the 
Longitudinal Valley. 5. Region of the Straits. 
This outline is identical to that tor the study of Chile 
during the first year. Since the entire year is devoted to 
the nation, however, the course is more intensive and 
detailed. An objective of the three year program is " •••• to 
give the student a panoramic view of the entire surface of 
gj 
the world." It is pointed out that technological develop-
menta, especially in the field of communications, have made 
indispensable some understanding, superficial though it may 
be, of other countries. Thus students who leave the liceo 
after the first cycle need a familiarity with different 
areas in order to understand events taking place elsewhere 
in the world, 
These aims of the course are, therefore, highly consis-
tent with the content which is actually covered, At the same 
time, a general study of one's own country is considered in-
.!/Ibid• 1 p. 77. 
g/.Ibid., P• 73, 
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sufficient. This latter reason has been responsible for 
the particular organization of the three years. Whereas 
in the Chilean elementary school the world is studied 
starting from the immediate environment, the school, the 
city, and the country, the reverse procedure is followed in 
the liceo. Here the pupil begins his study with the coun-
tries that are most distant and with whom Chile has the 
fewest relations. As the student becomes more mature he can 
one to be 
intensively, y 
studied. 
and thus his own country is the last work more 
This regular program can be summarized as consisting 
of two distinct and unrelated subjects, history and geography. 
The content of each includes a detailed study of Chile, but 
both treat a larger area, history stressing the European 
background and geography encompassing in survey form the 
entire world. In order to indicate the extent of proposed 
reforms, this regular program must be compared with the basic 
program of the experimental schools. 
1/Ibid., PP• 74-75. 
CHAPTER X 
THE CONTENT OF THE SOCIAL STUDIES 
IN THE EXPERIMENTAL PROGRAM 
The experimental program in social studies in Chile is 
divided into two cycles each of three years, following the 
traditional pattern. The course title Estudios Sociales is 
a direct translation from the English. All students have 
the same content in the first cycle, but with the fourth 
year two programs are available. The first, the ~ 
Diferenciado ~ Letras, is for students majoring in the 
liberal arts. The second, the ~ Diferenciado de Ciencias 
is for those who, because of future plans or present inter-
ests, desire to specialize in science. Thus the similarity 
to the regular program consists only of the two-cycle divi-
sion. 
Paramount as an aim of the total experimental program 
is the development of responsible citizenship. The basic 
objectives of the social studies are to lead the student to 
a clear understanding of his cultural heritage, to develop 
personality in relation to social and civic growth, and to 
aid in the a~isition of skills 
civic tasks. Additional goals 
necessary for cultural and 
are catesorized as basic 
1/Direcci6n General de Educaci6n Secundaria, SecciOn 
Perfeccionamiento y Experimentaci6n, Proframa 
Provisional: Estudios Sociales. Primer C clo, (mimeo-
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concepts, social ideals, and methods of work. y The basic 
concepts involve the following five areas: 
1.- To know and appreciate the cultural heritage. 
a.- Recognition of the highest values of the 
culture; 
b.- Understanding of the evolution of the 
western culture; 
c.- Fundamental aspects of the evolution of the 
American culture; 
d.- To know the characteristics, problems, and 
evolution of the national culture. 
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2.- Understanding of the interdependence of individu-
als and the geographic environment. 
a.- Influence of the environment on human life; 
b.- Increasing control by man over nature; 
c.- Forms of life in communities; 
d.- The environment and man in Chile. 
3.- Organization and operation of collective life. 
a.- Different forms of social, political, and 
economic life in communities; 
b.- Structure of national institutions, and the 
responsible participation of individuals; 
c.- Characteristics of social, political, and 
economic life in communities existing in 
different environments and different ages; 
d.- Need for man to adapt to change; 
e.- Interdependence and cooperation among groups. 
4.- Knowledge and understanding of the major problems 
1B comtemporary life. 
a.- Interdependence in the actual world; 
b.- Technological progress, and man's adaptation 
to it; 
c.- Characteristics of rural and urban life; 
d.- Appreciation of living standards in different 
communities; 
e.- Nature of international conflicts; 
f.- Institutions for international understanding; 
g.- Social mobility; 
h.- Characteristics of modern industry and its 
transformations. 
graphed), p. 1; hereafter referred to as Programa Provisional, 
Primer Ciclo. 
1/Ibid., pp. 1-2. Inconsistencies in punctuation are found 
In~ official program, and are reproduced here. 
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5,- Comprehension of the great problems and the charac-
teristics of Democracy, 
a,- Significance of Democracy in the social, polit-
ical, and economic fields; 
b.- Rights and responsibilities of citizens; 
c.- Constitutional organization; 
d.- Perfectibility of Democracy; 
e.- Democracy and other political systems of 
the past and present. 
f.- CUlture and Democracy. 
g.- National Democracy: problems and prospects. 
These concepts represent a well-organized listing of 
goals. The content for achieving these ends does not follow 
the same pattern, but in the course of the six-year program 
material relating to each concept is discussed. In addition 
to the understandings involved in the above concepts, a 
series of social ideals is an objective of Estudios Sociales, y 
These ideals are as follows: 
1.- Development of responsibility as a student and as 
a citizen. 
2.- Comprehension of the ideals and principles of 
democracy. 
3.- Appreciation of the high values of citizenship. 
4.- Encouragement and understanding of patriotism. 
5.- Development of a scientific attitude for con-
fronting situations, verifying conclusions, and 
adopting decisions with an objective criterion. 
6.- Habits of tolerance and human understanding. 
7.- Recognition of the high moral values and of 
human understanding. 
8.- Appraisal of the importance of cultural develop-
ment. 
9,- Appreciation of man's creative tendency and of 
its expression in the sciences and the arts. 
10.- Recognition of the importance of social institu-
tions. 
11.- Regard for the concept of the dignity and value 
of the human person. 
It appears that these ideals are to be considered as 
1/!bid., p. 2. 
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accepted standards, and that they are to be adopted without 
any critical evaluation on the part of the student. While 
there is reference here to the development of a scientific 
attitude, and in the following and final set of goals to 
reflective thinking, the fact that these points receive no 
more stress than others in the listing would tend to indicate 
the absence of any attention to critical appraisal of the 
values and practices of society. 
The final group of goals consists of m~todos de trabajo, 
or skills: 
y 
1.- Knowledge and use of sources of information. 
2.- Ability to read and to present conclusions 
orally and in writing. 
3.- Reflective thinking. 
4.- Ability to make use of institutions. 
5.- Capacity for responsible and efficient activity 
in school and civic institutions. 
6.- Interpretation of different forms of graphic 
expression. 
7.- Habits of keeping oneself informed of the most 
salient aspects of present life through the 
press, the radio, and other means. 
8.- Training in the more important aspects of 
speeches, conferences, readings, etc. 
The extent to which these skills will be mastered is 
dependent to a greater degree on the actual classroom pro-
cedures than on the content materials. A discussion of these 
procedures will be deferred, this chapter being concerned 
with the content of the social studies. 
The first year course in social studies was organized 
originally to consist of three sections: (1) the local com-
ytbid., p. 3. 
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munity, (2) the national community, and (3) other communi-
1/ 
ties. The basic outline of this program was as follows: 
I.- The local community. 
1.- Geographic location. 
2.- Natural resources. 
3.- Population. 
4.- Activities of the population. 
5.- Historical data. 
6.- Services. 
7.- Organizations and authorities. 
a.- Relations with other communities. 
II.- The National community. 
1.- Geographic characteristics. 
2.- Regions of Chile. 
3.- Population. 
4.- Activities. 
5.- General characteristics of the principal 
periods in the History of Chile. 
6.- Trends in the actual life of Chile. 
7.- Political and administrative organization. 
III.- Other communities. 
1.- Primitive forms of man's life. 
2.- Pre-Columbian American communities. 
a.- The Inca community. 
b.- The indigenous peoples of Chile. 
3.- The great cultures o£ history. 
a.- Agriculture and the sedentary communities. 
b.- Greek civilization (Athena). 
c.- Life in Rome 
d.- The activities of life in feudal Europe. 
e.- The medieval city. 
4.- Influence of the environment on the form of 
community life. 
a.- Tropical regions. 
b.- Temperate regions. 
c.- Cold regions. 
d.- Mountain areas. 
e.- Coastal areas. 
5.- Technological progress has affected the 
arrangement of these activities. 
1/fbid., p. 3. 
a.- Activities before the Industrial 
Revolution. 
(1) Hunting and fishing. 
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(2) Activities related to agriculture 
and cattle. 
(3) Industry. 
(4) Trade and communications. 
b.- Contemporary life. 
(1) Principal aspects of life at 
the present time. 
Industry. Commerce. Education. 
(2) Rural life and urban life. 
The section relating to the local community has since 
been removed from the program, thus making possible greater 
concentration on the remaining two units. At the Licea 
Experimental Manuel de Salas the original first unit has 
been replaced by one entitled "What the world in Which We 
Live is Like." The central objective of this unidad de 
trabajo (unit of work) is "The capacity to understand the 
fundamental geographic phenomena which permit man to know the 
11 
world in which he lives." Supplementary objectives relate 
to understandings and skills. The unit should help students 
to understand (1) basic elements of astronomical geography, 
(2) different images of the world held by men from antiquity 
to the present, (3) the geologic development of the earth, 
and (4) the relationship between man and his geographic en-
vironment. The skills are concerned with the ability to 
interpret maps, the globe, charts, and diagrams. The 
lJUniversidad de Chile, Licea Experim~ntal Manuel de Salas, 
Cuaderno de Estudios Sociales: l.er Atio de Humanidades, 
Di~o de PUbl1cac16nes, 1953, p. 14; hereafter re-
ferred to as cuaderno, l.er Affo. 
ll 
arrangement of the content in the unit is as follows: 
1.- How men pictured the World in Antiquity and 
in the Middle Ages, and how they picture it now. 
2.- General ideas about the Solar System, the 
terrestrial globe, the poles, the movements of the 
Earth and their consequences: 
a) The Equator, the Tropics, the Polar Circles, 
Parallels and Meredians, Longitude and Latitude, 
climatic zones. 
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b) Representation of the Earth: shape and dimen-
sions of the Earth; globes, maps, distribution of the 
lands and the seas. 
c) Orientation in space. 
d) Interpretation of conventional signs and 
colors on maps. 
3.- Different forms of land relief: plains, 
mountains, tablelands, depressions, volcanoes. Their 
importance for human life. 
4.- Principal phenomena produced in the atmosphere: 
temperature, winds, rains, etc. 
a) General characteristics of the principal types 
of climates: maritime, continental, tropical, temper-
ate, and cold. Geographical factors determining them. 
5.- Principal types of natural landscapes: forest, 
desert, prairie, steppe, etc. 
6.- The liquid element on the earth: rivers, lakes, 
and seas. Their importance for human life. 
In the units of the programs of the Ministry of Educa-
tion and the Liceo Manuel de Salas the relationship between 
content and objectives is evident from similar wording in 
both sections. The affinity between goals and material 
leading to those goals is exemplified by the statements on 
technological progress in the ministry document and the 
understandings relating to astronomy, geology, and conceptions 
of the earth in the liceo unit. 
In the first year the units are mainly geographic and 
sociological, though material from other social sciences is 
1/Ibid., p. 14. 
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included. The second-year program consists of an historical 
unit and an area study of the same pattern as the first year 
unit on the national community. The outline of this program y 
is as follows: 
I.- How the Europeans found the New World and 
established themselves in it. 
1.- How the ~'uropeans found the New World. 
a.- Causes of the discoveries. 
b.- Life in ~urope during the period 
of the colonial expansion of the 
Modern Times. 
c.- Principal voyages of discovery. 
2.- The cultural state of the indigenous 
peoples of America upon the arrival of 
the Europeans. 
a.- The indigenous peoples of America. 
3.- The occupation of the New World by the 
Europeans. 
a.- The conquest of America by the 
Spaniards. 
b.- How the Spaniards organized their 
rule in the New World. 
c.- Other European possessions in Amer-
ica. 
4.- The Community of the New World at the 
end of the eighteenth century. 
a.- Development of the European colonies 
in America. 
b.- The relations of the peoples of the 
New World with Europe. 
II.- The ~eographic environment and man in Latin 
Amer ca. 
1.- What is Latin America. 
a.- Location and area. 
b.- The landscape in Latin America. 
2.- The population and its activities. 
a.- Composition of the American popula-
tion. 
~Direcci6n General de Educacion Secundaria, Secci6n Per-
eccionamiento y Experimentaci6n, Programa Provisional, 
Primer Ciclo, p. 4. 
b.- Distribution of the American popula-
tion in the different regions. 
c.- The exploitation of the environment 
by man in Latin America. 
3.- A common history for the people of Latin 
America. 
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a.- The Latin American nations gained their 
independence through a common effort. 
b.- The political organization of the 
American nations. 
4.- The problems of Latin America at the present 
time. 
a.- The protection of health. 
b.- Education and the elimination of 
illiteracy. 
c.- Industrialization and technological 
development. 
d.- Securing the democratic system. 
e.- Immigration. 
f.- Development of means of transportation 
and ways of communication. 
A unit composed of a geographical and historical study 
of the United States and Canada existed in the original pro-
gram, but is now omitted. The Liceo Manuel de Salas main-
tains such a unit as one of four in its second-year course. 
The program at the liceo begins with a unit of the same title 
as the first in the above outline. The basic content is 
similar, although the Department of Social Studies at the 
liceo has drawn up its own outline. The objectives for the 
unit are as follows: 
y 
A.- Central Objectives. 
1.- Understanding of the period of the geographic 
discoveries and of their importance for the history of 
the peoples of the New World in particular. 
Trabajo, 
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2.- Appraisal of the fundamental aspects of our 
American history in the Indian and post-Columbian era. 
B. Auxiliary Objectives. 
1.- Appreciation of the historic event of the con-
tact between peoples and the widening of the known 
world, in different epochs, 
2.- Understanding of the importance of technologi-
cal advances and inventions in the enterprises of geo-
graphic discovery at the beginnings of modern times. 
3.- Understanding of some stages of Spanish and 
European history in general in the modern period. 
4.- Appraisal of the pre-Columbian cultures and 
of the contribution of the indigenous peoples to the 
American culture. 
5.- Attitude of racial tolerance. 
6.- Ability to manage and interpret the world 
map, the terrestrial globe, and other maps, sketches, 
and graphic expressions. 
7.- Practice in LQevelopin~7 a sense of time. 
8.- Development of oral expression and comprehen-
sive reading. 
These objectives are related more specifically to par-
ticular content than is true of the stated aims in the pro-
gram of the Ministry of Education. This is due to the par-
ticular form of unit organization at the Liceo Manuel de 
Salas, wherein objectives are stated for each unit, rather 
than for the cycle as a whole or even individual years within 
that cycle. 
The program of the Ministry provided originally for 
three units in the third year: the Industrial Revolution, 
the Advance of the World toward Democracy, and the World 
Community. The latter unit has been withdrawn, leaving the y 
following outline: 
.· .1' ~D1recc16n General de Educacion Secundaria, Seccion Per-
eccionamiento, y Experimentaci6n, Programa Provisional, 
Primer Ciclo, p. 5. 
I.- The Industrial Revolution. 
1.- The utilization by man of mechanical means. 
2.- The utilization by man of new sources of 
energy. 
3.- The Industrial Revolution 
a.- Technological changes. 
b.- Development of capitalism. 
c.- Social changes. 
d.- Problems resulting from the Industrial 
Revolution. 
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4.- The character of the present economic world. 
II.- The advance of the world towards Democracy. 
1.- The origins of representative government. 
2.- Characteristics of republican representative 
government at the present time. 
3.- The movement of peoples toward the represen-
tative form of organization. 
a.- United States. 
b.- French Revolution. 
c.- Independence of America. 
d.- The independence of peoples in the 
present period. 
e.- Organization of the Republic in Chile. 
In addition to the basic outline, detailed material is 
prepared for each unit. That this latter material may dif-
fer from the brief outline in its arrangement of content 
indicates that the course of study outline serves as a refer-
ence or guide, and not as a framework to be followed in every 
detail. For example, the Esquema~ Materias (Plan of 
Topics) for the third year unit on the Industrial Revolution 
is as follows: 
y 
A.- Antecedents of the Industrial Revolution. 
~Direccieh General de Educaci6n Secundaria, Seccion Per-
eccionamiento y Experimentaci5n, Estudios Sociales. III 
Afio Hdes. - I Unidad. "La Revoluci6n Industrial, 11 1957 
(mimeographed), p. 2; hereafter referred to as Unidad 
"La Revoluci6n Industrial." 
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1.- Changes in economic life during the sixteenth, 
seventeenth, and ei~teenth centuries. 
2.- Factors in this transformation: 
a) colonial expansion; 
b) exploitation of new commercial areas; 
c) development of urban life; 
d) height of precious metals as a medium 
of exchange. 
3.- The development of capitalism and the de-
cadence of the economic activities and 
methods of the medieval economy. 
B.- New Inventions and new Sources of Energy. 
1.- England and the technological revolution. 
2.- Inventions in industry, mining, and transpor-
tation. 
3.- The use of inorganic sources of energy: 
steam, electricity, explosion motor. 
4.- The expansion of technological development 
in Europe and other continents. 
5.- General characteristics of the adaptation 
of Chile to modern technology, especially 
in the nineteenth century. 
• C.- The Industrial Revolution. 
1.- Capitalistic enterprise and industrial pro-
duction: 
a) increasing use of the machine; 
b) modern manufacturing and its character-
istics; 
c) the division and sharing of work. 
2.- The interdependence of people. The need for 
markets and raw materials. The increase in 
the power of the industrial countries. 
3.- Social transformations: 
a) Increase in the population and growth 
of cities; 
b) The development of new social groups: 
rise of the middle classes and develop-
ment of the proletariat. 
c) Humanitarianism. The rights of the work-
ing classes. The abolition of slavery. 
d) Social assistance. The liberty of rural 
inhabitants. 
e) Development of the standard of living. 
Education and technical training. 
4.- Liberalism and nationalism as forces shaped 
in the beginnings of the Industrial Revolu-
tion. 
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A comparison of this plan with the basic outline reveals 
the inclusion of all the items from the brief latter state-
ment in the more extensive unit document. At the same time, 
however, there is no similarity between the two outlines, 
although both are related to the same unit and have the same 
official source. 
During the second cycle, consisting of the final three 
years of secondary education, there is considerable varia-
tion among social studies programs. Factors contributing 
to differences are the existence of courses required of all 
students, courses for liberal arts majors, and courses for 
science majors, plus the control, limited though it may be, 
which each school has over its own program, and the experi-
mental nature of the total plan. A comparison of the social 
studies offerings in one liceo, as compiled in Tabl:e 2, with y 
the comparable courses in the official program reveals the 
variation that can be found. 
The second cycle program of the Ministry of Education 
provides for a two year course entitled History of Civiliza-
tion to be taken by the liberal arts majors, students in the 
~ Diferenciado ~ Letras. The first year begins with the 
origins of civilization and the organization of primitive 
societies. Ancient Egypt, the oriental empires, Greece, 
Rome, and medieval Europe are included in this year, which 
1/See AppendiX B. 
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ends with the Crusades and the decline of feudalism. The 
first section of the second year discusses the great trans-
formations in Europe resulting from the period of the 
Crusades. This is followed by a study of the Renaissance 
and the growth of national states and absolute monarchy. 
The concluding section covers the development of democratic 
11 ideas the democratic form of government. 
Table 2. Social Studies Courses at the Lice~~ Experimentaci~n Juan Antonio Rios ~ 
Courses Years I II III IV v VI 
Hours per Week 
For all Students 
History-GeographY, (Chile) •• 
Social Studies !7 .......... 4 3 3 
For Liberal Arts Majors 
Civics •....•.....•..•••..•• 2 
General Geography •••••••••• 2 2 
History of Civilization •••• 3 4 4 
For Science Majors 
Social Studies~ •••••••••• 3 2 2 
!/The major emphasis in this course is on civics. 
b/This course consists of four units in history and two 
in geography. 
In the final year of the ~ Diferenciado de Letras 
1Jbirecc16n General de Educaciop Secundaria, Seccion Per-
feccionamiento y Experimentaci6n, Pr~rama Provisional: 
Estudios Sociales. Segundo Ciclo, (m eographed),, pp. 1-2. 
2/Liceo de Experimentacion "Juan Antonio Rios," curriculum, 
Tmimeographed sheet). 
the 
and 
social studies course consists 
y' 
their major subdivisions: 
of the following units 
I.- The most important aspects in the historical 
evolution of the Culture. 
1.- The great religious systems. 
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2.- General tendencies of artistic and literary 
development in the major historical periods. 
3.- Scientific and technological progress. 
II.- The problems of the Contemporary World. 
1.- The height of industry and economic inter-
dependence. 
2.- The height of the great powers and Imperi-
alism. 
3.- Social and economic problems of contemporary 
communi ties. 
4.- Peace and war. 
5.- The individual in the society of our time. 
III.- Chile and the Contemporary World. 
1.- Relations of Chile with the countries of 
the World. 
2.- Most important problems of Chilean society. 
3.- Training of the individual for a better 
society. 
By contrast with this plan, the program for students 
specializing in science, Plan Diferenciado ~ Ciencias, 
consists of a three year course in the development of 
western civilization. The major sections studied in each 
1/Ibid •• p. 3. 
y 
year of this course are as follows: 
Fourth Year 
1.- The world of primitive man. 
2.- The development of the first great centers 
of civilization. 
3.- The classical civilization unifies the 
Mediterranean world. 
4.- Life in the Middle Ages. 
Fifth Year 
1.- The transition to Modern Times. 
2.- The European states become rivals for 
world power. 
3.- Colonial expansion of the countries and 
powers of Europe. 
Sixth Year 
1.- The establishment of the rights of man. 
2.- The Industrial Revolution creates a new 
civilization. 
3.- Nationalism and Imperialism. 
4.- Western civilization in the present epoch. 
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This course is the equivalent of the first two years in 
the specialized Letras program. Thus the major difference 
between the two plans, with regard to social studies, is the 
inclusion of two units on contemporary conditions and one on 
cultural development in the liberal arts program. 
The content herein discussed must be appraised on a 
!Zibid.i PP• 4-6. Items under each major section in the 
ofrrC:ra outline have been omitted. 
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two-fold basis: first, by an examination of its relation to 
the general objectives of Estudios Sociales, and secondly, 
by a comparison with the unchanged social studies content. 
Reference has been made earlier in the chapter to similari-
ties in the wording of objectives and content. This would 
appear to indicate that the development of one has involved 
consideration of the other. The statements of goals that 
do closely resemble t~e phraseology of the material to be 
studied relate, however, mainly to understandings. Fulfill-
ment of the objectives involving appreciations, such as those 
concerned with the cultural heritage, the values of citizen-
ship, and man's creative ability, is dependent more on teach-
ing methods than the particular content. This is equally 
true of objectives involving attitudes, such as those in the 
section on social ideals. It may be concluded, then, that 
the content has been developed with due consideration for 
the stated objectives, but the extent to which it leads to 
those objectives will be determined largely by methodologi-
cal factors. 
The content of the social studies in the experimental 
schools exists in a greater variety of course offerings 
than is found in the unchanged liceos. This is partly due 
to the differentiated programs. It is also the result of 
drawing more heavily on sociology and anthropology rather 
than solely on history and geography for course material. 
The chronological pattern is evident, especially in the 
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second cycle, but it is emphasized to a lesser extent than 
in the unreformed courses. This may in part be attributed 
to the unit form of organization. Thus, for example, in 
the second year of the official program the first unit is 
chronologically organized while the second is an area study, 
Because it appears to have made possible a more diverse and 
extensive study of materials from sociology, anthropology, 
and economics in the secondary school program, the unit 
method in Chilean education will be examined in detail in 
the following chapter. 
With regard to the present chapter, the examination of 
social studies content reveals three major attributes of 
the school program, First, the actual content material is 
based on individual subjects, even where, as in the course 
Estudios Sociales, two or more subjects have been related, 
Secondly, the content of these subjects and the objectives 
which they are designed to achieve exhibit a considerable 
degree of consistency with one another. Thirdly, though the 
objectives themselves refer to contemporary problems and 
deal with various aspects of social life, they do not 
directly seek solutions to these problems, It may, there-
fore, be concluded that the content of the social studies 
is still thought of as composed of individual subjects rather 
than as problems of society which might be resolved through 
the combined efforts of the members of that society. 
CHAPTER XI 
METHODS AND MATERIALS IN THE SOCIAL STUDIES 
l. The Unit Method 
The basic pattern of content organization in the experi-
mental schools is the unidad, or as it is called in the Liceo 
Manuel de Salas, unidad _!!.! trabajo. Each unit usually con-
sists of an introduction, an outline of the content, the main 
body of content, and a list of activities. There may also be 
a bibliography and, as in the program of the Liceo Manuel de 
Salas, objectives for the unit. 
The introduction is usually a written statement of no 
more than six or seven short paragraphs. It is directed to 
the student, informing him of what he is about to study, why 
it is important, what goals he should keep in mind, and how 
the unit fits into the total program. The following are 
initial paragraphs of introductions to three different units: 
(A first year unit on the world) 
y 
The first thing we became acquainted with when 
we began to walk was the arrangement and features of 
our house. This formed our whole world. Later, when 
finally we were able to take care of ourselves we 
traveled through streets, parks, and main buildings 
of the community in which we lived. Our home became, 
then, part of a larger world: the city. Due to dif-
ferent circumstances--vacations, change of residence 
!/Universldad de Chile, Liceo Experimental Manuel de Salas, 
Cuaderno, l.er Alto, p. 13. Entitled "What the World is Like 
in Which We Live" this is the first unit for the year. 
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by our parents, etc.--we had the opportunity to know 
part or all of our country. Besides, we learned many 
things about Chile in School, and we learned that our 
city was only one part of an even larger world: our 
Nation. Today, being in the First year of Humanities, 
we make use of the Social Studies class to set forth 
on a great enterprise: to learn the characteristics of 
the earth, the planet on which we live, and even more, 
to venture into space, with the intent of knowing the 
Solar System, that world of heavenly bodies to which 
the Earth belongs, which is our great house. 
!I (A third year unit on the industrial revolution) 
In this course we are interested in knowing the 
immediate origins of the period in which we are living, 
that within its great complexity it can be examined by 
considering some basic aspects: the industrial and 
technological revolution of our time, the development 
of democracy as a form of life, and the interdependence 
of peoples. 
We shall begin this period of work with the study 
of the first problem: the industrial revolution. If 
we can establish a year that will serve as an index of 
the time in which science and technology produced the 
eruption of inventions, we can set the year 1830. But 
if we go back looking for the antecedents of the revo-
lution which altered the economic life of communities, 
we must go as far as the Modern Age, a period in which 
we find the roots of this process. 
gj 
(A fourth year unit for the course General Geography) 
In the first unit we attacked the study relating 
to the development of Geography from antiquity to our 
times. We studied, furthermore, the principal aspects 
of Mathematical Geography. In that part we considered 
the Earth as a heavenly body, as one of the planets of 
the Solar System and we were able to appraise the con-
sequences stemming from this fact. 
l/Direcci6n General de Educaci6n Secundaria, Secci6n Per-
l"eccionamiento y Experimentaci6n, Unidad "La Revoluci6n 
Industrial," p. 1. This is the first unit for the year. 
2/Direcci6n General de Educaci6n Secundaria, Secci6n Per-
reccionamiento y Experimentaci6n, Estudios Sociales: Plan 
Diferenciado de Letras. Geograr!a General, 11Ei Clima y El 
Hombre," Segunda Unidad - Cuarto Affo de Hdes., (mimeo-
graphed), P• 1. 
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In the present Unit we shall be concerned with 
something nearer ourselves, which we can appreciate 
more easily and which influences in a direct manner the 
characteristics of the activities of Man on the Earth. 
It is the climate. 
Two features of these introductory paragraphs are very 
noticeable. Grammatically they are all written in the first 
person plural. There is no talking down to the student. 
He is, rather, made a part of what is taking place. Secondly, 
two of these units begin by explicitly considering the back-
ground of the student. They orient him in terms of his 
earlier experiences. 
The second part of the unit consists of an outline of 
the content to be covered. y 
given. 
Several examples of this outline 
have already been The third and largest section of 
the unit is known as the desarrollo, literally translated as 
the "development." It consists of the main body of content, 
and quite often, questions relating to that content. Charts, 
diagrams, and pictures are included in the desarrollo. When 
not made a separate part of the unit, activities are also 
included in this section. 
The nature of the different activities varies consid-
erably. The use and construction of visual aids involves 
maps, time lines, bulletin boards, graphs, and collections 
of various types. Debates, dramatizations, and essays are 
other classroom activities. Use is made of community re-
sources through interviews and visits. The following is a 
!Jsee Chapter Ten. 
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list of activities for the third year unit on the Industrial y 
Revolution: 
1. Maps: In the development of the Unit you can 
understand the need to make maps in order to 
illustrate some subjects, such as: the great 
industrial powers, areas that produce raw 
materials, the great commercial routes of the 
world, etc. 
2. Time lines: With the information which you can 
obtalri, prepare a Time Line, indicating the in-
ventions, the forces which were put into use and 
the most notable inventors. 
3. Readings: It is interesting to study biographies 
of outstanding persons in relation to subjects 
presented in the Unit. Studies on inventors 
exist in the Collections of school literature. 
On Chile, it is commendable to look for ante-
cedents in "Forgers of Chile" by R. Perez Yanez. 
4. Visit to indust~: If it would be possible, the 
visit to an in ustry can really show the organ-
ization of work in a mechanized industry. 
5. Development of some topics: subjects for debates 
and completion of small essays: 
a) existing means in Chile for preparing 
youth in the domain of modern tech-
niques of work; 
b) importance of Clubs as a means of en-
couraging among students early interests 
for the activity of the technical order; 
c) how the technological efficiency of the 
Anglo-Saxon countries can be explained; 
d) to study the origin of some discoveries 
which have influenced industrial develop-
ment, communications, agriculture, etc. 
e) to investigate the security possessed by 
the worker in Chile; 
f) to investigate the dangers which exist 
in excessive specialization in work; 
g) why in Chile is a person in what are 
called the "liberal professions" respected 
more than a "specialized worker" in spite 
of the fact that this latter is accustomed 
to having more income than the former. 
~D1reecion General de Educaci6n Secundaria, 
eccionamiento y Experimentacion, Unidad "La 
Industrial," p. 3. 
Secci6n Per-
Revoluci6n 
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h) if you were to colonize Taitao what types 
of settlers would be indispensable and 
what would be the means which modern tech-
nology could put at the service of this 
undertaking; 
i) why is such importance actually placed on 
the steel industry as a means of develop-
ing the wealth of a country. 
A few of the topics in this last section involve far 
more than merely selection and rearrangement of content from 
the unit. They are problems of great significance not only 
to Chilean society, but also to other nations. That they 
have been included for study in a unit of work appears to 
indicate that, at least to a limited extent, curriculum 
· development in Chile is being effected on the basis of an 
awareness of the intimate relationship between the school and 
the society in which it exists. 
The units in the program at the Liceo Experimental 
Manuel de Salas have separate sections for objectives, sup-
plementary readings, and a bibliography. Supplementary 
readings, known as materiales de consulta, consist of written 
passages or articles selected because of their relevance to 
the content of the unit. These materials are compiled and 
bound together under the direction of the faculty of the y 
liceo. This procedure is not typical of secondary schools 
!/Examples are (1) Olga Poblete de Espinosa, Documentos para 
el Estudio de la Historia de la AntigUedad, Universidad de 
Chile, Liceo Experimental Manuel de Salas, 1953; (2) Univer-
sidad de Chile, Liceo Experimental "Manuel de Salas," ~into 
Affo - Plan Comdn: Documentos ara el Estudio de la His oria 
ropea Med oeval, Departamen o e Pu caciones, 55; 
Universidad de Chile, Liceo Experimental "Manuel de Salas," 
Sexto ADo - Plan ComUn: Materiales ra el Estudio de la His-
uropea Contemporanea, o de Pu caciones, 1~. 
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in Chile, for other liceos lack both the facilities and 
resources of Manuel de Salas. The bibliography consists of 
a list of books to which students might wish to refer in 
seeking information not included in the regular content or 
the supplementary readings. 
No specified length or duration exists for units. 
Topics within each unit may extend through several classes 
or even weeks. While there is usually horizontal integra-
tion, each unit being related to what preceded and what 
follows, little correlation takes place with units being 
studied at the same time in other courses. At the Liceo 
Manuel de Salas courses in plastic arts and musical educa-
tion are related to the social studies in the first few 
years, but this is an admitted exception to general practice. 
2. Teaching Procedures 
The most commonly used instructional procedures, accord-
ing to classroom teachers, are formal discussions or lec-
tures, question and answer sessions, written exercises, 
directed reading, and individual projects and research. One 
teacher cited as an occasional procedure the pooling and 
sharing by students conducting an oral review. While varied 
procedures were observed within individual periods, one 
characteristic common to all classes was an atmosphere domin-
ated by the teacher. At the same time, equally evident was 
emphasis on the assimilation of ideas and facts. 
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The questions used in class and in the written units 
vary from items involving recall of factual information to 
exercises requiring the interpretation of graphs, diagrams, 
and maps. The students write many of their answers in note-
books which are periodically evaluated. Printed notebooks 
are provided by the Liceo Experimental Manuel de Salas for 
its students, but this procedure, as earlier pointed out, is 
atypical of Chilean secondary education. The material in 
these printed notebooks is, however, indicative of trends in 
teaching techniques, and thus merits examination. 
The printed material consists of different exercises, 
each involving the use of certain skills. The first exer-
cise in the unit on the United States and Canada consists 
of a questionnaire requiring the use of the maps and groa.phs 
which accompany the unit. The following two samples indi-
l/ 
cate the nature of the desired responses: 
a) Observe carefully the world map (Fig. No. 3): 
What advantages are offered by the geographic location 
of the United States? .•...•.••.....••••....••••••••••• 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
b) Compare the area in Lmap tw£7 of the United 
States and Europe. What conclusions do you reach? 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
...................................................... 
Answering these questions involves the use of map 
1/Universldad de Chile, Liceo Experiment~l "Manuel de Salas," 
~uaderno de Estudios Sociales: Se undo Ano de Humanidades, 
par amen o e cac ones, , p. • s un r 
English Speaking Neighbors of the New World: the United 
States and Canada" is the fourth unit in the second year. 
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reading skills. The same is true with the second unit exer-
cise, but the nature of the written response differs. The 
student examines a map of North America on which various 
regions have been outlined and numbered. He is given a 
series of phrases describing characteristics of different 
regions, and then indicates by use of the numbers on the map y 
which regions correspond to the stated characteristics. 
A third exercise involves reading comprehension skills. 
The notebook contains a selection of seven paragraphs, 
followed by eleven phrases. After reading the selection 
the student reacts to each of the phrases by indicating 
those that are true, on the basis of the information in the 
paragraphs, those that are false, and those that involve y 
concepts which have not been discussed in the selection. 
A fourth exercise consists of a dramatization involving 
several students. Each selects an important North American 
city and then describes its basic characteristics and prin-
cipal activities. Other exercises include the development 
of discussion topics, the writing in a diary form of what 
was seen on an imaginary trip to North America, the comple-
tion of outline maps, and the collection of articles appear-
Y ing in North American newspapers. 
yibid., pp. 85-86. 
g/,Ibid., PP• 86-88. 
,Yibid., pp. 88-89. 
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The final exercise in the unit involves completion of y 
statements by adding one of the following terms: 
Suffrage 
Republic 
Government 
Monarchy 
State 
aw 
Constitution 
Executive Power 
Legislative Power 
Judicial Power 
Unitary State 
Federal State 
Nation 
Citizen 
Dominion 
Democracy 
The student is instructed to look for examples in which he 
can apply these terms in relation to Chile, the United 
States, England, and Canada. 
These and similar exercises are carried on throughout 
other secondary schools, although the task of these latter 
institutions is greater due to the relative lack of printed 
matter. The extent to which classroom procedures differ 
from the all too common lecture method is dependent on the 
background and skill of individual teachers, and on the 
availability of instructional materials. A list of differ-
ent audio-visual aids which can be found in Chilean secon-
dary schools is imposing, but fails to reveal the uneven 
distribution of these aids among the many schools, and espe-
cially the insufficient number of such materials. 
The most common aids include blackboards, globes, maps, 
charts, and diagrams. Textbooks and unit outlines contain 
numerous pictures and diagrams. The more fortunate schools 
have projectors of various types, but availability of these 
1/fh!d., p. s9. 
aids does not guarantee their use. The same teachers who 
maintained that their schools had such materials admitted 
197 
that they themselves did not use the projectors with great 
frequency. 
To summarize the classroom procedures, it can be pointed 
out that a variety of activities was observed. Classes were 
teacher dominated, yet in several instances students were not 
playing passive roles, but taking an active part in the 
learning process. 
3. Evaluative Procedures 
All courses in Chilean secondary education are not con-
sidered of equal value. The languages, the social studies, 
the sciences, and mathematics are the important ones, and 
failure during any one school year in three of these means 
the student cannot be promoted. A seven point grading scale 
is employed in the following manner: 
7 - sobresaliente {excellent) 
6 - muy bueno {very good) 
5 - bueno (good) 
, 
4 - ~ gue regular {above average) 
3 - regular (average) 
2 - deficiente {poor) 
1 - !!!£ (unsatisfactory) 
Students in the public liceos who maintain an average of 
5 or higher during the four bimonthly periods of the school 
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year are exempted from final examinations. The passing grade 
is 3 1 with students scoring lower being obligated to repeat 
the course. 
Examinations in the liceos fiscales (public schools) 
are administered by teachers within each school. Examiners 
in groups of three are responsible for the aetas, which are 
the official records. One copy of the aetas is sent to the 
Ministry of Education. For the liceos particulares (private 
schools) the Ministry names commissions consisting of teachers 
in the service of the state. The results of the examinations 
administered by the three man commissions have a weight of 
50% in determining the grade for the year. 
The Ministry of Education has sole authority to grant 
the title of Licenciado ~ Humanidades (Graduate in Humani-
ties) to students completing the sixth year. Only students 
with this title can present themselves for the Bachillerato, 
an examination taken for the University of Chile. Without 
the Bachillerato a student is denied admission to the uni-
versity. 
Responsibility for the annual examinations in each 
course rests with the Ministry of Education. This is true 
for both public and private school. The examiners are 
responsible for the actual questions, which usually require 
brief oral answers. The qualifications for, and selection 
of examiners are determined in accordance with a Reglamento 
~ Calificaciones z Examenes. Since public school teachers 
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in effect administer their own examinations, it is customary 
for the questions to be first approved by the school direc-
tor. They are then administered orally by the three man 
board, which consists of the course instructor and two other 
teachers with the same specialty. 
Where final examination results differ considerably 
from the average for the year, there is a reevaluation of 
the former grade. The yearly examinations are administered 
in December, with make-ups possible in March, and if neces-
sary, in the following November. Public school students are 
reexamined in their own schools, while private school pupils 
are reevaluated under the supervision of the Department of 
Secondary Education within the Ministry of Education. 
The grades with which the final examinations are aver-
aged are based on the student's class work during the year 
and the tests administered by his own teacher. Since the 
student receives bimonthly and in some instances tri-monthly 
grades, he can expect examinations during each of these 
periods. 
4. Social Studies Teachers 
Liceo teachers receive their preparation in divisions 
of the University of Chile and other universities throughout 
the country. The pattern for the nation is established by 
the national university. Here prospective teachers study 
for five years in the Higher Institute of Humanities, which 
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is connected with the Faculty of Philosophy and Education. 
During this period they receive specialized course work in 
the areas they plan to teach. The extent of specialization 
is indicated by the program of studies in Table 3. 
Table 3. Program of ~;udies for the Degree of Licentiate 
in History b 
Courses Studied 
Required r 
World History •••••••••••••• 
American History •••••••••• l· 
Chilean History ••••••••••• 
General Sociology ••••••••• 
Seminar in History •••••••• 
Optional 
Documentary Sources for 
Chilean History ••••••••• 
Contemporary Europe ••••••• 
Far East ••••••••••.••••••• 
American Ethnology and 
Prehistory •••.••.••••••• 
Contemporary Problems of 
the World ••••••••••••••• 
Total •••. ..•... 
Year I II III IV 
Hours per Week 
4 3 
2 2 
2 2 
2 
-
2 2 
10 11 
3 
2 
2 
2 
2 
11 
2 
4 
6 
v 
-
2 
4 
6 
In addition to course work in particular subject matter 
areas, prospective teachers study psychology, philosophy, 
principles of teaching, and other phases of professional 
i/Adapted from Cameron Do Ebaugh, op. cit., p. 99. 
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education. They also do student teaching in the liceos. 
The education courses are given in the Pedagogical Institute, 
and are taken during the last two years of study. Upon com-
pletion of the program, the graduate receives the title of 
Profesor de Estado. 
Not all secondary school teachers have this background, 
many of them being part-time teachers with professional posi-
tions such as in law and medicine. Their preparation has 
included little study of educational principles and methods. 
The employment of such teachers is not desired, but is made 
necessary by the shortage of adequately trained personnel. 
Until a sufficient number of specialists in social studies 
have been graduated from the universities, full-time profes-
sional people with degrees in areas such as law must be 
depended upon. 
The existence of numerous teachers associations is 
indicative of the relatively high level of professional inter-
est among Chilean teachers. These organizations are concerned 
usually with particular subject areas or grade levels. Their 
activities include efforts to improve the financial position 
of teachers, as well as keep teachers abreast of develop-
ments relating to their specialties. 
The trend, with regard to social studies teachers, is 
1/Amanda Labarca, "Chile," in Robert King Hall and others, 
editors, The Yearbook of Education 1953, World Book Company, 
New York, pp. 543-544. 
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to replace persons lacking a professional educational back-
ground with qualified individuals as they become available. 
Because the educated elements of Chilean society send their 
children to the public schools, they have constantly main-
tained interest in improving these schools, and have con-
tinued to stress the need to better the calibre of teachers 
and the level of teaching. Economic realities currently 
preclude the rapid achievement of what they desire, but their 
continuous concern for education is a force behind trends 
such as the improvement of the teaching profession. 
CHAPTER XII 
OTHER ASPECTS OF CHILEAN EDUCATION 
This examination of the social studies in Chilean 
secondary education has been concerned thus far with the 
national school system. The function of this system in 
practice has been to transmit the cultural heritage to the 
youth of the nation. There are in Chile, however, educa-
tional efforts designed, not mainly to pass on this inheri-
tance, but rather to modify the cultural arrangements which 
have resulted from the activities of past generations. 
These endeavors are evident in rural education. 
In rural Chile are to be found three social groups 
that have failed to benefit from the scientific and techno-
logical advances of the past century. The first group is 
composed of the huasos, the Chilean counterpart of the better y 
known gauchos of the Argentine pampas and the cowboys of 
the United States. The second group is made up of the 
inquilinos, tenant farmers dominated by a feudalistic eco-
nomic system which holds them in perennial bondage. The 
~ inqqilino rents a small area of land from the patron, the 
great landholder. In return for this, his obligations force 
ifThe pampas are the treeless plains of Argentina and 
other parts of South America. 
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"' him to give half the produce of his area to the patron, and 
also to work for the owner of the land when requested to do 
so. The third, and in terms of numbers, the smallest group 
consists of small landholders. 
These people suffer from illiteracy, poverty, and the 
weight of decades of oppressive servitude. In an effort to 
help them, and thus benefit the nation as a whole through an 
increase in productivity and a raising of the living stand-
ard, a group of Chilean educators at the end of the 1930's 
undertook the education of the rural population. They began 
with no pre-established plan, but developed their program as 
it progressed. 
Through the Institute of Rural Information a book was 
prepared for the illiterate inquilino. That written material 
intended for people unable to read could be of value was due 
to the content, level of presentation, and the chosen means 
of communication. Entitled Libro ~ Huaso Chileno, the 
book was to be read to parents by children receiving some 
schooling. Its contents consisted of a short and well-illus-
trated history of Chile, articles on daily problems such as 
care of fruit trees and the raising of chickens, and short 
stories on rural life. Also included was information on the 
extensive social legislation 
late interest, contests with 
of the country, and to stimu-
Y 
prizes for everyone. The 
1/Robert King Hall and Margaret Gwenllian Stanton, 11Educating 
the Chilean Huaso," Bulletin of the Pan American Union 
(April, 1941), 75:21 • 
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contests reflected the ingenuity of those conducting the 
program. The objective was to stimulate interest, and the 
prizes made available contributed to that end. 
At the same time experts in agricultural methods toured 
the rural areas in the central valley trying to gain the 
friendship and confidence of the population. In order to 
mitigate the opposition of the great landowners, the program 
was publicized as one designed to give recognition and 
rewards to those inquilinos who were the best workers. The 
success of the first book resulted in the publication of 
others that included Chilean legends and stories of the 
huaso, each containing an easily understood moral lesson. 
There was also further information on farming methods and 
hygienic procedures. The program won the confidence of the 
workers, but the patrones were always a problem. 
When it was made possible for the inquilinos to pur-
chase tools, seeds, and even luxuries on the instalment 
plan, provision was made that any workers desiring loans 
/ 
were to obtain the recommendation of the patron. The "boss" 
would take money out of the worker's pay and send it 
directly to the Institute. The Institute would reply 
directly to the worker, in order to maintain continued con-
tact with him. 
The program was successful because those responsible 
for carrying it out had a clear understanding of the 
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situations with which they would be confronted, and the 
people, both workers and bosses, with wham they would came 
into contact. They concentrated on building friendship and 
showing an interest in the problems of the inquilino. Care 
had to be taken to avoid compulsion, and to keep the program 
from political entanglements. This latter factor is of 
essential importance in all efforts to modify the conditions 
of much of the rural population in Chile. 
Since World War II rural education efforts have received 
some assistance through "Point Four" programs, but the preva-
lence of primitive methods in dealing with problems of agri-
culture and health is to a considerable extent the result of 
the opposition of the powerful landowning minority which 
fears that any change in the status of the rural workers will 
redound to its own detriment. In addition to problems of 
finances, materials, and adequately trained teachers willing 
to forgo urban comforts, this is the major obstacle with 
which the efforts at rural education have been confronted. 
Those efforts to overcame illiteracy, improve hygienic con-
ditions, and increase the productivity of the worker so that 
he may obtain a better living standard, nevertheless, con-
tinue. 
CHAPTER XIII 
CONCLUSIONS 
Cultural and technological developments have made the 
mid-twentieth century a period of profound crisis unlike 
previous ones in history. Man has developed the ability to 
destroy himself and his world through many means. At the 
same time, he has obtained the power and knowledge to resolve 
those problems which have plagued him for centuries: poverty, 
famine, disease. Whether the means now at his disposal will 
be used for destructive purposes, for purposes seemingly 
. beneficial to some people, or for purposes beneficial to 
all, will be dependent upon the values he holds and the 
goals he seeks. In other words, can man's social technology, 
through education, be advanced to the point of reducing his 
anxieties and fears of the new-found physical energies and 
powers? This situation has relevance for all the world, not 
just Latin and North America. 
~'he rifts of the crisis are in evidence where the values 
and goals directing man's activities are insufficient in 
attempts to lessen social tensions. The development of 
values consistent with one another and with the largely 
unexpressed ideals of the great majority of people, and the 
formulation of goals in terms of these values thus becomes 
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the most important task facing society. In the carrying out 
of this task the school can play a positive role. 
The educational institutions in Peru and Chile have too 
long performed an indirect role, having been concerned with 
transmitting the cultural heritage, rather than having taken 
part in the development of leadership for community improve-
ment. The schools have made little difference in the develop-
ment of a fuller social conscience relative to conditions 
needing change and re-direction. The societies in which they 
exist are beset with problems of illiteracy, ignorance, and 
low living standards. An aura of hopefulness appears as 
their educators to an increasing degree are analyzing and 
evaluating problems of economic conditions and social rela-
tionships which are at the root of the tensions representing 
the realities of their cultures. But there are other ques-
tions, such as the role of the family and the role of reli-
gion in efforts to modify the existing arrangements in 
society, to which these educators have scarcely turned. 
There appears to be lacking an assessment of the impli-
cations of these realities for education. The dominant 
educational philosophy conceives the school's role to be 
essentially conservative. Though aspects of rural education 
reveal efforts aimed at the modification of conditions which 
are both the sources and manifestations of social problems 
and tensions, the objectives, content, and instructional 
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procedures in the national educational systems are designed 
for the operation of a school which is not directly engaged 
in the improvement of society, but which reflects that 
society--its strong points, shortcomings, achievements, and 
confusions. In this respect Latin American and North 
American educational systems show a marked degree of simi-
larity. Educational thought revealing an awareness of the 
imperative need to reconstruct the practices and outlooks 
inherited from a pre-technological culture represents the 
position of a small minority in Chile, Peru, and the United 
States. This minority in Chile consists basically of those 
teachers who have left the urban public schools to promote 
the education of the rural population. 
The basic organization of the social studies in the 
secondary schools of Chile and Peru is in terms of individ-
ual subjects, even where, as in the experimental school 
programs in Chile, two or more subjects have been combined, 
Social studies objectives are largely subject-matter 
oriented. Some of them do refer to contemporary problems 
and deal with various aspects of social life, but this is 
not done with the explicit purpose of seeking solutions to 
these problems. Course content is consistent with the ob-
jectives, especially with those involving knowledge of 
events and conditions. But as a result of this consistency 
the content is composed of subjects rather than social 
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problems which people might approach together in an effort 
to lessen some of society's more obvious tensions. Formal 
study of the arts and of sciences through history would con-
tribute to an understanding of the development and nature of 
present conditions, and thus be a necessary first step toward 
the modification of these social relationships. Such study 
is, however, largely absent, and the same is true of refer-
ence to the ideas and contributions of the Utopian writers 
of Europe and America. There is, therefore, little in the 
school program that is causing social change, either in a 
radical or regressive direction. Instructional procedures 
are directed toward the assimilation of pre-established con-
tent and the passive acceptance of values, rather than the 
development of critical attitudes. 
The growing social-consciousness of the mestizo and 
the development of a middle class have been manifested by 
recognizable alterations in the content of school programs, 
but these curricular changes have not affected the basic 
role played by the school. They are proving to be inadequate 
in meeting the present crisis. There is absent that con-
sensus among the various social groups in Peru and Chile which 
is mandatory if present social arrangements are to be modi-
fied and the goals of society reevaluated. The school cur-
riculum lacks provision for efforts to develop the needed 
consensus. In Peru the existence of social stratification 
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which results in the avoidance of the public schools by the 
upper classes is a strong force militating against the 
development of a community of outlook. 
A greater variety of social studies course offerings 
is to be found in the secondary schools of Chile, than is 
true of Peru. Individual schools within the former country 
also possess a relatively greater degree of control over 
their own teaching. The basis for the present social studies 
program in Chile was constructed in the mid-1930's, while 
the experimental schools have been in a continual stage of 
development since the late 1940's. In Peru the reform move-
ment beginning in 1956 signified the latest pattern for the 
social studies. 
There remains a need for further study to determine the 
extent to which the teachers of teachers in Latin America 
possess knowledge of recent research in sociology and anthro-
pology, and to determine the use to which this research is 
being put. Successful efforts to increase the knowledge of 
those who prepare teachers, of not only our methods, but also 
the information obtained through research, will place at the 
disposal of Latin Americans the means for reconstructing 
their own society. Because the modification of existing 
social arrangements involves clarifying values and goals, 
there is a need for research that will determine what are the 
values and goals of Latin Americans, and why are they held. 
APPENDICES 
APPENDIX A 
PROGRAM OF STUDIES FOR PERU 
Cycle of Common Courses in 
General the Cycle of 
Courses Education Specialization 
Year 1 2 3 4 5 
Hours per Week 
Language-Literature •••••••• 4 4 4 4 2 
Mathematics •••••••••••••••• 5 4 4 4 
Foreign I.a.nguage ••••••••••• 3 3 3 5 3 
History of Peru ••. .•..••.•• 3 3 3 3 
Universal History •••••••••• 3 5 
Universal Geography •••••••• 3 
Geography of Peru •••••••••• 3 
Natural Sciences ••••••••••• 4 4 
Civic Education •••••••••••• 
-
2 3 
Religion •••••••••••••••.••• 1 1 1 1 1 
Applied Physics and 
Chemistry ••••..••••••••• 2 
Political Economy •••••••••• 3 
Elements of Psychology, 
Los;ic 1 and Ethics ••••••• - 4 
22 22 24 17 16 
Artistic Education ••••••••• 3 3 3 3 3 
Manual Arts •••.•...••.....• 2 2 2 
-Physical Education ••••••••• 2 2 2 2 2 
Pre-Military or Home 
Education ••••••••••••••• 2 2 2 2 2 
31 31 33 24 23 
Orientation of the 
Student •••••••••••••.••• 1 1 1 1 1 
Work according to the 
individual school ••••••• 6 6 4 5 4 
38 38 38 30 28 
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APPENDIX A (concluded) 
Cycle of 
General 
Education 
Year l 2 3 
214 
Common Courses 1n 
the Cycle of 
Specialization 
4 5 
Hours per Week 
Cycle of Specialization 
Liberal Arts: 
History of Universal 
Culture.... . . . . . . . . . . . . . . • -
Elements of Sociology •••••••• -
Review o£ Spanish ••••.••••••• -
History of Peruvian 
Culture •••••••••••.••••••• -
Review of Geography and 
Social Sciences ••••••••••• -
Sciences: 
Review of Mathematics 
(Arithmetic-Algebra) •••••• -
General Biology •••••••••••••• -
Review of Mathematics 
(Geometry, Trigonometry),. -
Physics •••...•.....••••••••.• -
Chemistry •••••••••••••••••••• -
Business Administration: 
Accounting! •••••.••••••••••• -
Administrative and Business 
VVri ting. . . . . . . . . . . . . . . . . . . -
Accounting!! ••.••...•..••••• -
Office Practice (Public 
and Private) •.••••......•. -
Elements of Business Law ••••• -
Total for the individual student: 
each school year. 
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APP&<DIX B 
PROGRAM OF STUDIES FOR CHILE 
Courses Year I II III IV V VI 
Hours per Week 
Common Program: 
Span ish . .•..•......•.•..•..••.•••• 5 5 4 4 3 
History and Geography ••••••••••••• 3 3 3 4 3 2 
Philosophy ••••••••..•••••••••••••• 3 3 
Civic Education ••••••.••••••••..•• 2 2 
English or German ••••.••...•••••.• 4 4 4 3 3 3 
French, Italian, Latin or 
Portuguese .. ..• , ..........•.•.• 4 3 3 4 3 
Mathematics ....•.•...•...•.•.••..• 5 4 4 3 3 
Sciences .....•.........•.•...••.•• 3 3 3 3 3 
Physics .........................•. 3 3 
Chemistry . ...•...•..•........••.•. 3 3 
Plastic Arts •.. ..........•.•..•.•• 2 2 2 2 2 2 
Religion . ....................•.••• 1 1 1 
llmnual Arts or Home Education ••••• 2 2 4 4 
Music Education •• •..•.•••....••.•• 2 2 2 1 1 1 
Physical Education •••••.•••••••••• 3 3 3 2 2 2 
Conseto de Curso •••••••••••••••••• 1 1 1 1 1 1 
Varia fa-program ••••••••••••.••••• 3 
Total •••• 31 34 37 36 36 19 
Differentiated Program: VI VI 
Liberal Arts Sciences 
Spanish • .••..•......•............• 6 
History and Geography ••••••••••••• 6 
Mathematics ••••••••••••••••••••••• 
Mathematics-Physics ••••••••••••••• 3 
Sciences •••••••••••••••••••••••••• 
Biology-Chemistry •••••••••.•.••••• 3 
Physics •.......••..•.............• 
Chemistry .•• ••••••.••.....••••••.• 
Total 18 
Source: Untitled mimeographed sheet obtained from the 
Direcci6n General de Educaci6n Secundaria, Seccitn Per-
feccionamiento y Experimentacion, September 1957. 
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APPENDIX C 
QUESTIONNAIRE ON OBJECTIVES 
OBJECTIVES 
The following is a list of possible objectives for 
secondary school courses in history, civics, geography, 
sociology, and political economy. Please check those 
wnich are objectives of the courses you teach, and 
please underline those courses that you teach. 
1. To prepare for useful work ( ) 
2. To became an intelligent consumer ( ) 
3. To learn techniques of cooperation ( ) 
4. To cultivate intellectual and aesthetic interests ( ) 
5. To learn the rights and duties of citizenship ( ) 
6. To understand man's economic interdependence ( ) 
7. To assume responsibilities ( ) 
a. To develop the ability to think constructively ( ) 
9. To gain an understanding of economic ~rocesses ( ) 
10. To understand the relationship between man and his 
environment ( ) 
11. To understand the nature of group life ( ) 
12. To develop reading and study skills ( ) 
13. To develop a scientific attitude ( ) 
14. To develop the ability to generalize ( ) 
15. To learn the historical method ( ) 
16. To understand concepts used in social and political 
life ( ) 
-216-
17. To develop the capacity of suspended judgment ( ) 
18. To acquire information ( ) 
19. To become acquainted with the major occupations ( ) 
If there are any specific objectives which you feel have 
been omitted, please list them here. 
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20. 
21. 
22. 
23. 
____________________________________ ( ) 
____________________________________ ( ) 
____________________________________ ( ) 
____________________________________ ( ) 
24. 
25. 
_____________________________________ ( ) 
____________________________________ ( ) 
Thank you for your cooperation. 
Date 
Your position 
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